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The graduation rate of English Language Learners (ELL) is lagging behind the general 
school population graduation rate.  The purpose of this study is to address the needs of 
ELL students for improving the graduation rate of ELL students. The context of this 
inquiry is a high school with a large ELL population located in one of the state’s largest 
school districts. My study demonstrates outcomes of a lack of a shared vision and 
attention by the school administrators on addressing the needs of ELL students, 
ineffective remediation strategies and tools used to guide ELL students, and the potential 
impact high-stakes state tests have when used as the only way to measure mastery 





 My educational experience extends 16 years in my profession. I started my 
educational career as a high school Spanish teacher. I taught Spanish for 10 years at all 
levels. For the past six years, I have served as a dean of discipline in middle and high 
schools, Title I coordinator, mentor, program coordinator, community outreach 
coordinator, after school tutoring program coordinator, and English for Speakers of Other 
Languages (ESOL) program coordinator.  
Initially, the reason I chose this topic of study was because I was seeking 
administrative experience during the completion of my Educational Specialist (Ed.S.) 
degree, but once I started learning more about the task at hand, I realized that the 
graduation gap among English Language Learners (ELLs) was a perfect cause for which 
to advocate as well as to help at-risk ELL students graduate.  I must disclose that I had a 
strong connection to this topic, since I was an ELL student. I also had a unique 
perspective on this topic because I taught many ELL students.   
As a young boy in the Dominican Republic, my family always emphasized the 
importance of an education. Upon arriving in the United States of America in 1993 at the 
age of 11, I was once again reminded by my mother of the importance of an education, 
better yet, the importance of an American education. As my brother and I entered the 
American educational system, it was evident that the school in rural Pennsylvania was 
not equipped to take on two Spanish speaking only students. After two months of sitting 
in English only classrooms with no support, the school was able to hire a Spanish 
language student from the local university to come into the school and provide support 
for a couple hours a day. The support from the student teacher only lasted for the 
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remainder of that school year and from there until graduation, my brother and I were not 
provided additional support. Therefore, from a personal aspect, the reason I chose this 
program to evaluate was because I wanted to ensure that ELL students did not go without 
the resources necessary to successfully graduate high school by creating a support system 
that would guide facilitating them in every way possible.  From an educators’ 
perspective, the reason I chose this program to evaluate was because I saw a need to close 
the graduation gap between ELL students and the general student body of the high school 
under study.   
This issue was not an issue that was important to only the faculty, staff, and 
administrators of the high school, but it was an issue of importance to students, parents, 
and community stakeholders. The fact that there was a graduation gap between ELL 
students and the rest of the high school’s student body was a concern that went beyond 
the classroom. This concern made the issue of the graduation gap between at-risk ELL 
students and the high school’s general student body an issue of importance to all 
stakeholders.   
As I reflected on my program evaluation, it became clear that there was much 
work still to do when it came to helping at-risk ELL students and ELL students in 
general. Some of the lessons I learned from the program evaluation will serve as a lesson 
in organizational leadership. Leaders must not only understand the educational needs of 
all students, but also what their school is doing to help meet the needs of all students. 
School-wide attention to the needs of all students is a key component of a successful 
school. By having an organizational focus with accountability and follow through on the 
needs of all students, leaders will be able to better identify students’ needs and in turn be 
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able to better target and address the underlying issue to help students successfully reach 
graduation and close the graduation gap as it pertains to ELL students. Furthermore, 
having an organizational focus on the needs of ELL students will allow leaders to better 
support teachers, staff members, deans, and support staff members in the efforts of 
keeping ELL students on track to graduate by providing support and also understanding 
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Chapter One: Introduction 
In this project, I focused on the evaluation of the approaches used at one high 
school, which I will call High School A [pseudonym], toward addressing the needs of at-
risk students. At risk means the student may not graduate due to a lack of credits, a grade 
point average (GPA) of 2.0 or below, or not having passed the state's Comprehensive 
Assessment Test (CAT). My evaluation focused on how at-risk English Language 
Learners (ELL) were supported as it pertained to successfully graduating or completing 
high school. I focused on a subgroup of students in the ELL program, and instead of 
evaluating the overall program, I evaluated the strategies used by teachers and 
administrators to help the students successfully compete high school. The need of this 
type of evaluation arose from the observations of the Assistant Principal of Instruction 
(API).  In the two school years prior to this study, the administrative team at High School 
A, particularly the API, targeted the at-risk seniors as an area of focus. 
Purpose 
In order to comprehend the aim of this project, I must first elaborate on the facts 
that brought about the actions.  High School A, located in the metropolitan area of a large 
city in the United States, was a public high school that housed nearly 3,500 students of 
diverse backgrounds.  Out of those 3,500 students, 19.6 % were English Language 
Learners (ELLs). The school demographics consisted of 49% Hispanic, 27% White, 15% 
African American, 7% Asian, 2% Pacific Islander, American Indian, and two or more 
mixed races (Citation withheld to protect confidentiality). Fifty seven percent of High 






The graduation rate for High School A for the 2012-2013 school year was 91%, 
with 76% of at-risk students graduating (Citation withheld to protect confidentiality).  
The problem that High School A faced was that, although the graduation rate had 
remained the same or increased over the previous five years, the graduation rate of at-risk 
students had fluctuated and remained below 80 percent during the same time period.  
These students were considered at-risk for one or multiple reasons.  While reviewing 
student data such as GPA, discipline records, attendance records, and the results from 
multiple assessments taken by at-risk seniors such as the state’s CAT, the American 
College Test (ACT), and the Scholastic Aptitude Test (SAT), the API noticed a trend 
among the data.  She noticed that many of those students who were classified at-risk were 
also classified as ELL. Considering the fact that nearly half of High School A’s students 
were Hispanic, this came as no surprise. Just to be clear, the fact that nearly half of the 
school population was Hispanic does not equate half the school population being ELL. 
This discovery led to the start of a project that focused on helping at-risk ELL seniors to 
get back on track or stay on track to graduate.  
The purpose of this project was to examine, evaluate, and implement effective 
strategies or approaches of High School A’s tactic toward addressing the needs of at-risk 
ELL students in order to provide them with a successful path toward graduation.  Since 
school leaders identified the population of ELL students to be a major contributor toward 
High School A’s overall graduation rate, it was important to close the graduation rate gap 
between ELL students and the general student body. Furthermore, through the 






development, introduction, and implementation of a new, more comprehensive program 
that would solely focus on getting at-risk ELL students back on track and on a path to a 
successful completion of high school.     
Rationale  
My rationale for the program evaluation was to improve instruction and support 
for ELL students to ensure that resources were available to them. My program evaluation 
addressed the graduation rate gap between ELL students and the general student body of 
High School A. This issue was not an issue that was important to only the faculty, staff, 
and administrators of High School A, but it was an issue of importance to students, 
parents, and community (stakeholders).  The fact that there was a graduation gap between 
ELL students and the rest of High School A’s student body was a concern that went 
beyond the classroom. This concern made the issue of the graduation gap between at-risk 
ELL students and High School A’s general student body an issue of importance to all 
stakeholders.   
Those in the education profession, understand that they are in the business of 
education, and the clients are the students.  As in any successful business, educators want 
to provide a quality product that is consistent, and the clients (stakeholders) expect a 
high-quality product that is consistent every time they leave the warehouse (the school 
addressing the needs of at-risk ELL students). This was important to the stakeholders 
because students wanted the opportunity to graduate, parents wanted their students to 






graduate so they could in turn pursue a career and come back and contribute to the 
community as upstanding and productive citizens.   
Finally, this program evaluation was important to the district and the educational 
community at large because of the lessons that could be learned from the use and 
implementation of various strategies, as well as it could provide information on what to 
do or not to do when addressing the issue of graduation success among ELL or at-risk 
students in the district.  In the state of the school under study, the state Constitution 
Article IX Section 1 said:  
The education of children is a fundamental value of the people of the State. 
It is, therefore, a paramount duty of the state to make adequate provision for 
the education of all children residing within its borders. Adequate provision 
shall be made by law for a uniform, efficient, safe, secure, and high-quality 
system of free public schools that allows students to obtain a high-quality 
education. (Citation withheld to protect confidentiality)  
 In other words, according to the state constitution, the education of ALL children 
is a “paramount duty” for all of us, including the teachers, staff members, administrators, 
parents, community, district, and the community at large.  It is not only a topic of 
importance for all of us, but also a duty to ensure that every child, regardless of 
background or ability, is provided with the best possible education that will lead them to 
become productive members of society.  Specifically, by providing the resources and 
interventions necessary for at-risk ELL students to successfully graduate from high 







The goals for this program evaluation were as follows:  
• to assess the practices of the ELL mentoring and monitoring program at High 
School A,  
• to inform and support the development of a more formalized intervention 
program that would address the issue of students who were at risk of not 
graduating,  
• to implement and establish a graduation achievement program that 
specifically targeted the at-risk ELL students at High School A,  
• and to eventually use my findings to advocate for the creation and 
establishment of a program that would be used to help all at-risk students at 
High School A reach a successful path to graduation.   
By assessing the current practices, or lack thereof, being used to help at-risk ELL 
students, I could identify what worked, what did not work, and what could be done 
immediately to help the at-risk ELL students reach a successful path to graduation.  Once 
I identified what strategies had worked through researching related literature, then I was 
more informed to begin to lay out the groundwork to develop a framework that would 
lead to a formal intervention and mentoring program which would start addressing the 
issue of at-risk ELL students not graduating on time or not graduating at all. After the 
framework was created, I could then advocate to implement and establish a graduation 
achievement program that specifically targets the at-risk ELL students at High School A.  






program that would help all at-risk students at High School A reach a successful path to 
graduation. My ultimate goal was to create a program that would improve student 
learning by providing an academic support system that would guide them on the path to 
successful completion of high school and provide them with the necessary academic 
resources to achieve high school graduation.   
Exploratory Questions 
As a result of the growing graduation rate gap between at-risk ELL students and 
the general student body of High School A, I identified, researched, and evaluated the 
strategies and practices those educators used in their approach toward helping at-risk ELL 
students reach graduation. Furthermore, I researched similar programs or approaches 
being used elsewhere in order to create and establish a concrete model that could be used 
to not only help at-risk ELL seniors, but all at-risk students at               High School A.   
The initial research questions for my program evaluation were as follows: 
• Exploratory Question 1: What strategies or remediation techniques have been 
successful during the mentoring and monitoring program of the at-risk ELL 
seniors at High School A, as reported by the stakeholders (administrators, 
reading teachers, math teachers, ESOL compliance administrator, disciplinary 
deans, and school counselors), and as indicated by the academic indicators 
(CAT, SAT, ACT, and GPA).  
o Secondary exploratory question: What makes these strategies or 






(administrators, reading teachers, math teachers, ESOL compliance 
administrator, disciplinary deans, and school counselors)?    
• Exploratory Question 2: What strategies or remediation techniques have NOT 
been successful during the mentoring and monitoring program of the at-risk 
ELL seniors at High School A, according to the aggregated data (CAT, SAT, 
ACT, and GPA), and as reported by the stakeholders (administrators, reading 
teachers, math teachers, ESOL compliance administrator, disciplinary deans, 
and school counselors)? 
• Exploratory Question 3: What are the challenges experienced in the mentoring 
and monitoring program of the at-risk ELL seniors at High School A as 
reported by the stakeholders (administrators, reading teachers, math teachers, 
ESOL compliance administrator, disciplinary deans, and school counselors)? 
• Exploratory Question 4: What suggestions do the participants (administrators, 
reading teachers, math teachers, ESOL compliance administrator, disciplinary 
deans, and school counselors) in the ELL mentoring and monitoring program 
at High School A have for improving the mentoring and monitoring program?  
o Secondary exploratory question: What resources will be needed to 
properly create and implement a graduation achievement program that 
focuses on all of the at-risk students as reported by various stakeholders 
(administrators, reading teachers, math teachers, ESOL compliance 








By identifying, researching, and evaluating the strategies and practices that have 
been used in approaches toward helping at-risk ELL students reach graduation at High 
School A, I was able to determine what was best suited or what changes needed to be 
made to address the needs of the at-risk ELL students at High School A.  Furthermore, 
once these best practices or strategies have been identified and implemented, I will use 
them to lay the foundation for a framework that will serve as a model toward addressing 
the needs of at-risk ELL students, and ultimately help to close the graduation gap 
between at-risk ELL students and the general student body of High School A. As British 
anthropologist and social theorist Dame Mary Douglas aptly stated, “If you want to 
change the culture, you will have to start by changing the organization” (2014, p. 1).  If 
educators want to change the graduation rate gap and ensure a successful path to 
graduation for at-risk ELL students at High School A, they must change the way they 
address the needs of these students by creating an organization that is more receptive to 







Chapter Two: Review of Literature 
At-risk is defined by The Glossary of Education reform website as “students or 
groups of students who are considered to have a higher probability of failing 
academically or dropping out of school; the term may be applied to students who face 
circumstances that could jeopardize their ability to complete school (2021a, para. 1). 
While conducting my research, I came across many recent pieces of literature that relate 
to the topic of ELL students and the achievement gap.  The authors of many of these 
articles focused on reoccurring themes such as closing the achievement gap, high school 
dropout prevention, improving literacy among ELL students, and providing an equitable 
education for ELL students.  These articles, dissertations, and reports often focused on a 
singular theme or topic which advocated for and offered some solutions to address some 
of the issues within that theme or topic.  I framed my analysis using various components 
of my research findings to create a framework that served as my foundational approach 
toward addressing the issues that continued to plague High School A about providing at-
risk ELL students with a successful path toward graduation.   
Closing the Achievement Gap 
According to a report published by the Pew Research Center, “The nation’s 
foreign-born population, 36 million in 2005, is projected to rise to 81 million in 2050” 
(Passel & Cohn, 2008, p. 9).  Based on this projection, I assumed that the majority of our 
schools would continue to require a support system that addressed the needs of ELL 
students. This assumption was further supported by the Pew Hispanic Center report 






12.3 million in 2005 to 17.9 million in 2020, accounting for all the projected growth in 
the school-age population” (Fry, 2008, p. iii).  According to the Migration Policy 
Institute, the rate of growth has since exceeded the projections. As of 2019 the number of 
school-age children of immigrants, as reported by Migration Policy Institute, was 
approximately 20.7 million (Batalova et al., 2021).  One of the major problems that 
educators continue to face is that ELL students continue to under-perform when it comes 
to mathematics and reading, as compared to native speakers of English (Fry, 2008). 
These deficiencies in math and reading, according to Fry, can be attributed to 
socioeconomic status, parents’ level of education, and the school setting, whether it is an 
urban school or a suburban school, and whether it is an affluent school or a Title I school 
(Fry, 2008).    
Pertaining to under-performance, in another study by Gándara and Contreras 
(2009), the authors asserted that “some communities have initiated major school reform 
efforts to address minority under-achievement, but changing the culture of schools is 
slow, hard work, especially if the actors are constantly changing, as is chronically the 
case in poor schools” (p.1).  The authors of this article discussed the impact that poverty 
has on the community, the school, and its students.  “According to the U.S. Census, 
almost 29 percent of Latino children lived below the poverty line nationally in 2007, 
compared to 15 percent of White children, and the effects of poverty on intellectual and 
academic achievement can be pernicious” (p. 2).  The factors that could attribute to the 
underperformance of ELL students are not only academic in nature, and often those 






In their study, Gándara and Contreras (2009) focused more on the effects of 
poverty as it related to the achievement level of Latinos.  They asserted that the lack of 
parent involvement among children of immigrant parents (specifically Latinos) was 
generally due to the beliefs that “they cannot help their children learn because they do not 
have much formal education themselves, or because they do not speak English, and their 
skills and abilities are often overlooked by schools" (p.2).  This assumption or belief by 
the parents of immigrant children leaves the school system as the main provider of 
academic support, which can become a problem if what is being learned in school is not 
being reinforced at home.   
In the mid-1980s to early 1990s, Boston Public Schools saw an influx of Haitian 
immigrants at their schools.  Many of these immigrants were children who did not have 
schooling beyond the primary grades (Walsh, 1999).  The focus of this case study was on 
the students' educational success and the program features that staff and students believed 
had enabled academic achievement, high school graduation, and higher education 
participation (Walsh, 1999).  This report was part of my literature review because it 
addressed the issues that related to the needs of immigrant students who came into our 
school system with little or no formal education from their home country.  Although, this 
report solely focused on one group of immigrants at one particular school, the lessons 
that can be learned served as part of the foundation to the framework of my evaluation.   
So often we look at ELL students as a single group, and because of the lack of 
resources or sheer ignorance, we often forget that within a group of ELL students exists a 






states collect data on immigrant students with a limited formal education and, “informal 
estimates indicate that 10-15% of bilingual students in many urban school districts may 
lack or have major gaps in their formal schooling” (p. 1).  Furthermore, according to 
Walsh, “The number of middle and high school-aged students with limited formal 
schooling arriving from rural and/or war-torn areas of the Caribbean, Asia, Africa, and 
Latin America may be anywhere from 40-75%” (p. 1). 
According to Walsh (1999), addressing the needs of English Language Learners 
(ELL), especially those with limited formal schooling, is crucial at the higher grade levels 
and must be conducted with a sense of urgency (p. 6). Although children with limited 
formal schooling were not the main focus of my program evaluation, it is important to 
understand that some of these ELL students who are at risk are part of the equation.  
Walsh (1999) found that a major part of achieving success with students who had limited 
formal schooling was by creating a model that consisted of the following:  
1. An interdisciplinary thematic approach to curriculum development, 
2. A cooperative relationship between the native language literacy and English  
as a Second Language teachers and between native language and English as 
a Second Language instruction, 
3. Structure, consistency, and a supportive learning environment. (p. 18) 
These components of the model for students with limited formal schooling could also 
serve as a model to help guide our at-risk ELL students toward a successful path to 






Closing the achievement gap is one of the top priorities in education today, 
especially since, according to a report from the National Council of La Raza, “In 2003, 
Latinos accounted for more than 8.8 million students in U. S. K-12 public schools, or 
19% of total school enrollment, making them the second-largest segment of the U. S. 
student population after White students” (LazarÍn, 2006, p. 1).  According to the White 
House Hispanic Prosperity Initiative article titled, “Bar Chart Races: Changing 
Demographics in K–12 Public School Enrollment,” 13.6 million Latinos were enrolled in 
a U. S. K-12 public school in 2017, the last year of data available (White House Hispanic 
Prosperity Initiative, 2021). With such rapid growth and with such focus on closing the 
achievement gap, it is important to recognize the impact that ELL students have and will 
continue to have in the educational system.  The fact that Latinos alone are the second-
largest segment of the U.S. student population after White students should be an indicator 
as to how much of a need there is in education to address the educational problems that 
persist among all ELL students, but specifically those ELL students who are at-risk of not 
completing high school successfully.   
According to LazarÍn (2006), “Of the estimated five million ELL students who 
were enrolled in our nation’s schools in the 2003-2004 academic year, more than three-
fourths (79%) were native Spanish speakers” (p. 1).  LazarÍn also asserted that about half 
(45%) of all Latino public-school students in school year 2003-2004, were considered 
ELL students (2006, p. 1).  Although this particular report focused on the Latino ELL 
student population, ELL students come from many different countries and nationalities. 






languages, it is imperative for a uniformed system to be developed and put in place in 
order to help those ELL students who are most at-risk of not successfully completing 
high school.  By taking preventive measures, such as helping the at-risk ELL students get 
back on a path to successfully complete high school, it is my intention to discourage any 
at-risk ELL student at High School A from choosing to drop out of school.   
High School Dropout Prevention 
I am unsure as to why in a nation as diverse as the U. S., whose very educational 
foundation was molded by individuals and groups of various cultures, has not established 
an embedded component to the educational system to address the educational success of 
ELL students until the last 30 years of the 20th century.  According to Watt and 
Roessingh, “The educational success of ESL learners has become the topic of an 
increasing number of studies” (2001, p. 204).  This particular aspect of the framework is 
directly related to the dynamics of at-risk ESL (ELL) students and the dropout rate.  Watt 
and Roessingh suggested that “ESL learners remain disadvantaged in high school and 
that graduation remains an elusive goal for the vast majority of these students” (2001, p. 
204).  Watt and Roessingh went on to state, “If the drop-out rate has remained stable over 
the years, while the ESL population is escalating at an unprecedented rate, what does this 
mean for how immigrant students fare in our educational system?” (2001, p. 207).  This 
question raises an interesting point; educators can identify who drops out, and they can 
also identify who the ESL (ELL) students are, but can they identify which of the ELL 
students are being lost in the system? Furthermore, Watt & Roessingh asserted that 






issue by focusing only on ‘either you’re in or you’re out’ do not provide the necessary 
insights to respond to the challenges of drop-out among youth and ESL youth in 
particular” (2001, p. 208).  What the authors were saying was that on paper it may seem 
clear to see who drops out, but educators may not know the reasons as to why these 
students drop out.   
Without understanding why students drop out, educators cannot address the issue 
of dropouts.  According to Watt & Roessingh, educators must understand that often, if 
they look closer, “the ESL population reveals a higher risk pattern over time than the 
general high school population (of which they are a part of)” (2001, p. 208).  This means 
that even if the ELL students assimilate into the school and its norms, educators must 
understand that they are still at-risk of not completing high school.  Because so often ELL 
students fall through the proverbial “crack,” educators must be aware that “the loss of so 
many academically competent learners need to be understood as lost human and 
educational capital” (Watt & Roessingh, 2001, p. 219).  This loss of what Watt and 
Roessingh call “human capital” is due in part to the one-size-fits-all strategy the 
educational system has used for the past three decades, the 1990s, 2000s, and 2010s.  
Often ELL students fall through the “crack” because they are expected to learn the same 
rigorous material as native English speakers, but with disregard to the written academic 
comprehension level of the individual ELL student. Therefore, the students who do not 
comprehend what they are learning go into a downward spiral leading them to fall 
through the “crack” unless someone notices. As a result, by the time they are noticed, 






The above-mentioned factors are not the sole contributing factors toward either 
the successful completion of high school or the cause for not successfully completing 
high school among ELL students.  There are many other unique factors that may 
contribute in both a positive or negative manner to the success of ELL students in regards 
to completing high school successfully.  These factors can be attributed to demographics, 
socio-economic status, educational background of the people in the household as well as 
the student, and the educational support ELL students are provided at school.  One of the 
biggest issues that educators face when dealing with ELL students, on every portion of 
the ELL continuum, is the issue of literacy among ELL students.    
Literacy Among ELL Students 
 Literacy among ELL students across the ELL spectrum has been a topic of 
exploration among those involved in the realm of ELL education.  There has been plenty 
of research conducted on the deficiencies of ELL students as it pertains to English 
language literacy.  Furthermore, I can suggest that the research that has been conducted 
has had an impact as to how educators are “supposed” to approach the needs of ELL 
students related to literacy.  There is also plenty of research arguing that not enough has 
been done to address the needs of ELL students.  Alvermann’s 2004 paper (as cited in 
Ivey & Broaddus, 2007) “called for research using well-developed theoretical frames that 
explore the complexity of teaching these students, noting that few studies have been 
conducted that address the needs of English-language learners reading content materials” 
(2007,  p. 512).  Often ELL students are placed in mainstream classes where teachers are 






have their hands tied when it comes to knowing what strategies and interventions they 
should use to help their ELL students.  Because of the limited research available and 
many other factors, such as addressing the needs of the rest of their students, educators 
rely on whatever resources are available. This non-researched approach, because 
educators often do not have the time to conduct research on appropriate strategies for 
their specific ELL student or students, could be dangerous ground for the development of 
literacy among ELL students.  Alvermann’s 2004 paper (as cited in Ivey & Broaddus, 
2007) went on to argue that “To underscore the need for greater understanding of why a 
particular intervention works for which students under what conditions, it is essential that 
the field move beyond a simple ‘what works’ mindset” (p. 515).  Educators as a whole 
need to move beyond the simple question of what works and need to dig deeper in 
understanding what interventions or strategies can be best utilized with their students.   
 One way that educators can measure what strategies or interventions are working 
or not working with their ELL students is by the level of engagement among the ELL 
students.  The engagement of ELL students in reading and writing is a clear indicator of 
how well they are learning.  This statement of level of engagement being a clear indicator 
as to how well ELL students are learning can only hold true if the engagement is genuine.  
Guthrie (1996) explained, “When children read merely to complete an assignment, with 
no sense of involvement or curiosity, they are being compliant. They conform to the 
demands of the situation irrespective of their personal goals” (p. 433).  This indicates that 






engaged. ELL students often read and write just to comply without truly understanding or 
learning from what they are reading or writing.   
As it pertains to literacy, genuine engagement is a very important component of 
becoming literate, but along with the kind of engagement needed to learn, the time spent 
engaged in activities to support literacy is also important.  Allington (2013) asserted that 
the time spent engaged in literacy activities, specifically reading, “is an important 
component in the development of a myriad of reading proficiencies” (p. 526).   This can 
only be true if the time spent reading is time spent engaged in reading.  The issue that 
many, if not all, high school age ELL students face when it comes to the amount of time 
that they are engaged in literacy activities such as reading is that so often the only time 
that they truly have an opportunity to engage in genuine reading is during their 
designated English for Speakers of Other Languages (ESOL) class.  What I mean by 
genuine reading is that often what has been considered as engagement among ELL 
students is often compliance without truly having a solid understanding what they are 
reading. Furthermore, ELL students may be able to read phonetically but often lack 
comprehension. Therefore, schools and educators often confuse compliance for 
comprehension. The only time ELL students get the opportunity to truly dissect and 
digest what they are reading and really achieve comprehension is when they are in an 
ESOL class. Since the high school curriculum is packed with required classes and credits 
for graduation, ELL students often do not receive adequate time or attention to develop 
their literacy skills. This lack of opportunity to engage in comprehensible and genuine 






which can lead to not being able to achieve a timely and successful high school 
graduation.  In an excerpt from the book, The Science of Reading: A Handbook, Vellutino 
and Fletcher (2005) said: 
There is now considerable evidence, from recent intervention studies, that reading 
difficulties in most beginning readers may not be caused by biologically based 
cognitive deficits intrinsic to the child but may in fact be related to the opportunities 
provided for children learning to read. (p. 378) 
 Although the quotation above is in reference to beginning native English language 
readers, this can also be true for ELL students as they can also be considered beginning 
readers. On top of the difficulties that an ELL student may face when it comes to literacy 
in the English language, students who have no prior knowledge of the English language 
may find it difficult to adopt “the habit of voluntary reading without support, guidance, 
and opportunities to engage in it during the school day” (Ivey & Broaddus, 2007, p. 516).  
In other words, many ELL students have to rely on the guidance and support of teachers 
in their schools to receive any type of literacy instruction in English.  This guidance and 
support for ELL students requires “a unique set of strategies and requires special 
instruction when compared with what is necessary for native English speakers” (Ivey & 
Broaddus, 2007, p. 516).  This assertion of needing unique strategies along with special 
instruction was observed by Gersten (1996) who explained that “many instructional 
practices recommended for use with  ‘at-risk ’ students can be effective for teaching 






some of the strategies and interventions currently in place for the non-ELL at-risk 
students can also serve as a way to improve literacy among ELL students.   
 Prior to implementing strategies and interventions for ELL students, educators 
must first identify their literacy level in both their native language and the English 
language.  This must be done because it provides a starting point for instruction and also 
allows educators to build upon  their previous knowledge. Bernhardt (2003) drove this 
point home by stating, “When children come to school with a language other than 
English, diagnostic accuracy becomes simultaneously more critical and much more 
difficult” (p. 115).  When ELL students come to school, the ability of the teacher to 
accurately evaluate their learning needs is critical to the learning experience of the ELL 
students in regards to literacy.   
 Being able to accurately identify the learning needs of ELL students is one of the 
many factors in improving literacy among ELL students.  In the journal article 
“Conversations: Latina and Latino Researchers Interact on Issues Related to Literacy 
Learning,” Jiménez et al. indicated that “assessment of linguistically diverse students is 
one of the more politically charged issues in our field” (1999, p. 222).  Jiménez et al. 
explained: 
Poor assessments of linguistically diverse students have been manipulated and 
purposely distorted in large-scale evaluations of bilingual education. Criteria are 
arbitrarily established to ensure that the majority of students from linguistically 
diverse backgrounds are excluded from receiving either native language or English 






With such issues surrounding the literacy instruction of ELL students, it is no 
wonder educators continue to see many ELL students struggling in their high school and 
college years.  Another issue in teaching literacy to ELL students is the misconception of 
mainstream teachers viewing ELL students as deficient. Teachers who do not typically 
teach classes for ELL students (i.e., ESOL English or any other ESOL/ELL classes) often 
see ELL students as deficient rather than taking into consideration their cultural, 
linguistic, social, and academic background. This could be because teachers of second-
language students may lack well-developed and consistent instructional strategies. 
(Javadi-Safa, 2018).  Teachers may not be trained or prepared for teaching strategies for 
ELL students or they may have been trained but may not be implementing the strategies 
appropriately.  This does not mean that mainstream teachers are not capable of providing 
effective quality instruction to ELL students, but it is simply stating that teachers may not 
have the proper training or resources available to provide high quality literacy instruction 
for non-native speakers.  Gersten (1996) suggested that native English-speaking teachers 
can still provide high quality literacy instruction for non-native speakers and “teachers 
need not radically alter their approaches to teaching in order to be successful” (p. 239).  
In other words, teachers do not necessarily need to be of the same cultural background as 
the ELL students they are teaching nor do they need to drastically change their teaching 
approach, but instead, they need to pay close attention to making instruction more 
comprehensible by focusing on key vocabulary and by emphasizing meaning and the 
expression of ideas rather than at the word level and sentence structure of reading and 






Finally, sometimes the teacher’s perception of a student being deficient can lead 
to assuming the student has a cognitive disability. Ivey & Broaddus (2007) pointed out 
that “studies of adolescent learners highlight the ways that language and culture create 
the perception of struggle or disability” (p. 517).  Often, the lack of comprehension of the 
content of a text from an ELL student is perceived as a struggle or even a disability. This 
misunderstanding can lead to the improper placement of ELL students in remedial classes 
which could place those students, once they reach high school, in a situation where they 
can fall further behind. The remedial courses in which the students are placed may take 
away from classes needed to meet graduation requirements, hence often retarding the 
process of successfully completing high school and leading those ELL students to 
dropout. Conversely, if the proper strategies are utilized in an appropriate manner with 
struggling ELL students, they may know more about literacy than their school 
performance indicates. Along with effective strategies, Alvermann (2002) explained that 
struggling readers “deserve instruction that is developmentally, culturally, and 
linguistically responsive to their needs” (p. 195).  For educators to provide ELL students 
from all points of the spectrum a proper literacy  education, they must tailor instruction to 
be more developmentally appropriate, culturally significant, and linguistically responsive 
to the students’ educational needs (Alvermann, 2002).   
Due to many contributing factors, educators often view struggling ELL students 
as deficient; therefore, leading to the placement of these ELL students in remedial 
classes. Ivey & Broaddus (2007) suggested that “even though older students 






work as a way to remediate reading difficulties, recent research indicates that such 
instruction may be at odds with what engages students” (p. 518).  In other words, 
remediation of any sort must be relevant to all students, but more importantly ELL 
students.  In “Just Plain Reading: A Survey of What Makes Students Want to Read in 
Middle School Classrooms” (2001), Gay Ivey and Karen Broaddus came to the 
conclusion, based on the results of the student surveys, that students, as it pertained to 
reading and language arts classes, valued reading materials that were of high-interest to 
them as well as the opportunity to read high-interest material in class (p. 360).  This 
strategy of utilizing high-interest materials to engage and teach ELL students literacy in 
the English language is often stiffled by the mandates of the state and district curriculum.  
Therefore, according to Ivey & Broaddus (2007) “The books used for instruction often 
focus on learning the second language, with little emphasis on learning academic 
content” (p. 518).  This means that the most well intended tools (textbooks) used for the 
literacy instruction of ELL students are being used primarily for language acquisition 
with little emphasis on academic content.  Even if the textbooks being used focus on both 
teaching ELL students academic content and language acquisition, they may still not be 
appropriate to the level of understanding of the ELL students.  
Some of the issues with teaching ELL students include the academic content 
being taught may be at too high a level for their comprehension.  Ivey and Broaddus 
(2007) support my assertion by observing and stating that “some strategies appropriate 
for first-language emergent readers and second-language emergent readers would also be 






519).  This means that some strategies used for native-language and second-language 
emergent readers at the lower grades may be relevant and useful for teaching older ELL 
students, in middle school and beyond, who are emergent readers and writers in English.   
Literacy for non-native English speakers or ELL students is not just simply 
reading and writing; often these ELL students need help choosing the appropriate texts, 
getting started with their reading, and need to be taught how to use learning strategies for 
working through any obstacles that they may encounter as they read (Ivey & Broaddus, 
2007, p. 520).  Additionally, ELL students also have to be able to make the connection 
between written language and oral proficiency.  ELL students often feel the social 
pressure to use oral or spoken English; therefore, they place more emphasis on mastering 
the spoken aspect of the language and often partially neglect the reading and writing 
aspect of the language which they are learning.  Charles Berg (2003) contended that oral 
fluency can provide a base foundation for reading in a second language, but cautioned 
that forcing reading instruction in a new language without the proper or sufficient oral 
foundation could lead to readers with “mechanical decoding skills not related to 
comprehension” (p. 106).  This means that forcing ELL students to read in English 
without understanding the content of what they are reading could lead to the lack of 
development of necessary decoding skills. Instead of comprehending what they are 
reading, they most likely will simply be learning how to translate the language 
superficially, without meaning, in order to satisfy a required task. This phenomenon is 
something to which I can experientially attest, as I feel that I did not really learn to 






when I was compelled to struggle to teach myself to read texts for greater understanding.  
Prior to acquiring these content decoding skills, I simply translated words in order to be 
able to answer questions posed by the teacher, find the answers to complete homework, 
or to extract specific information that for an assessment. 
Although I can argue that literacy among ELL students is a major component to 
addressing the issues that continue to plague at-risk ELL students, I must also be mindful 
of other contributing factors that impact the educational experience of ELL students. An 
ELL student is capable of learning how to read in their second language, but learning to 
read is different than reading to learn. In order for ELL students to read to learn, there has 
to be more of an equitable approach to how and what educators teach them.    
Equitable Education for ELL Students 
The 14th amendment to the United States constitution, ratified in 1868, declares in 
part: 
No State shall make or enforce any law which shall abridge the privileges or 
immunities of citizens of the United States; nor shall any State deprive any person 
of life, liberty, or property, without due process of law; nor deny to any person 
within its jurisdiction the equal protection of the laws.  (Cornell University Law 
School, 2014, p. 1) 
When it comes to equitable education for ELL students, the 14th Amendment to the U. S. 
Constitution has served as a powerful tool in ensuring a fair education to all. However, it 
was not until the civil rights movement of the 1960s that it was utilized as a tool to obtain 






people are treated” (Merriam-Webster, Incorporated, 2014a). By definition, equity means 
fairness or justice in the way people are treated, but it does not mean that equity has to be 
equal. An equitable education does not necessarily have to be an equal education.  In 
1974, the U. S. Supreme Court case of Lau v. Nichols brought attention and changed the 
way ELL students were educated. This case revolved around Chinese American students 
in the San Francisco Unified School District (SFUSD) (U. S. Department of Justice, 
2014). These students were placed in mainstream classrooms even though they did not 
speak English. The students brought suit against the district based on their claims that no 
assistance was provided by the SFUSD. The SFUSD argued that it had done nothing 
wrong, and that the Chinese American students received treatment equal to that of other 
students (U. S. Department of Justice, 2014). Justice William Douglas, in the court’s 
written opinion, disagreed with the SFUSD and argued against it by stating the following: 
Under these state-imposed standards there is no equality of treatment merely by 
providing students with the same facilities, textbooks, teachers, and curriculum; 
for students who do not understand English are effectively foreclosed from any 
meaningful education. Basic English skills are at the very core of what these 
public schools teach. Imposition of a requirement that, before a child can 
effectively participate in the educational program, he must already have acquired 
those basic skills is to make a mockery of public education. We know that those 
who do not understand English are certain to find their classroom experiences 







Ultimately, the results of this case led to the U. S. Department of Education's Office of 
Civil Rights to create the Lau Remedies (Wiley & Wright, 2004, p. 154).  Prior to the 
Lau Remedies, Title VII Bilingual Education Act regulations only applied to funded 
programs, meaning that states only had to adhere to the mandates of the Title VII 
Bilingual Education Act if they were receiving federal funds (Wiley & Wright, 2004, p. 
154).  On the other hand, the Lau Remedies applied to all school districts and functioned 
as de facto compliance standards. The Lau Remedies were a set of guidelines that 
specified proper approaches, methods, and procedures for ELL students: 
• Schools systematically and validly ascertain which of their clients are 
Linguistically different. 
• Schools systematically and validly ascertain the language characteristics of 
their clients. 
• Schools systematically ascertain the achievement characteristics of their 
clients. 
• Schools match an instructional program to the characteristics as ascertained. 
(Cardenas, 1976) 
In other words, these remedies were supposed to serve as ways of (1) identifying and 
evaluating national-origin-minority students’ English-language skills; (2) determining 
appropriate instructional treatments; (3) deciding when LEP students were ready for 
mainstream classes; and (4) determining the professional standards to be met by teachers 






The 1974 ruling on the Lau v. Nichols case led to many changes in the education 
of ELL students. Because of the Lau Remedies, states now had to follow a process to 
ensure that ELL students were being provided an equitable education. Although 
desegregation, the civil rights movement, and the ruling on the Lau v. Nichols case had a 
tremendous impact on how educators teach ELL students today; educators are still 
fighting for better approaches, laws, and strategies on how to provide ELL students with 
an equitable education.   
There are many other factors that continue to have an impact in the educational 
process of ELL students (whether it is positive or negative), such as socioeconomic 
background, education level of family members, standardized assessments, whether the 
school is in a rural or urban setting, and politics. These factors listed are all intertwined 
and, like it or not, are all things which contribute to the equity in education in some 
fashion or another. The goal for this portion of my research was not to point the finger or 
blame anyone or any group for their contributions, or lack thereof, for addressing the 
needs of ELL students; rather, this ultimately serves as a luminary section to shed light on 
where the movement for a more equitable education for ELL students stemmed from and 
to guide readers as to where I am going.   
Definition of Terms 
Some of the following terms I used specifically to address certain areas or themes 
of my research.  Some of these terms are known among the educational world but used in 






Native Speakers of English - The term native speaker can be used to describe 
someone who was born in a particular country and was raised to speak the 
language.  As it pertains to native speakers of English, it is someone who was 
born in the United States in a household that speaks English only (Merriam-
Webster, Incorporated, 2014b).  
ELL/ESL - ELL is an acronym used in education to describe an English Language 
Learner, or someone learning English who has not yet mastered the English 
language. ESL is another acronym that stands for English as a Second Language, 
which is the study of English by non-native speakers in an English-speaking 
environment (Fleischer, 2021). 
English for Speakers of Other Languages (ESOL): The term ESOL is generally 
used when describing programs outside of a PK-12 setting that are designed for 
ELLs who seek proficiency in social and academic language; ESOL programs, 
which may also be referred to as English as a Second Language (ESL) programs, 
generally teach basic grammar, vocabulary and colloquial terms and phrases to 
ELLs in a community college, community program, or online program setting. 
However, states like Florida utilize the ESOL title to describe its academic 
endorsement for public school teachers, and it is commonly used interchangeably 
with ESL and TESL (Teachers of English to Speakers of Other Languages) (ESL 








Gathering information from many different sources such as articles, journals, and 
reports on addressing the needs of at-risk ELL students as it pertains to a successful path 
to graduation provided me with a plethora of resources to build a solid framework for my 
program evaluation. Although I knew that the above-mentioned sources would not be the 
only resources that I would read eventually, they provided me with a basic skeleton of my 
framework. It was my hope that with more research I would solidify my research and 







Chapter Three: Methodology 
Before, during, and after conducting my research, I took a systematic and ongoing 
approach to collecting, analyzing, and interpreting data in order to gather a wide variety 
of useful evidence. This meant that the tools and approaches I used to gather data were 
related to the purpose of the analysis, my research questions, and its context. In other 
words, my research was conducted with use in mind.  According to Patton, one must first 
understand that research and evaluation are different, and therefore, are evaluated by 
different standards (Patton, 2008).  These standards for evaluation can include:  
Utility – ensure relevance and use (Patton, 2008, pp. 26-33) 
Feasibility – realistic, prudent, diplomatic and frugal (Patton, 2008, pp. 26-33) 
Propriety – ethical, legal, respectful (Patton, 2008, pp. 26-33) 
Accuracy – technically adequate to determine merit or worth (Patton, 2008, pp. 
26-33) 
For the evaluation of my project, I focused on using the utility-based standard or as 
Patton called it, Utilization-Focused Evaluation (U-FE).  Utilization-Focused Evaluation 
(U-FE) as defined by Patton is “a decision-making framework for enhancing the utility 
and actual use of evaluations” (Patton, 2008, p. 37).  It was my belief that this framework 
would help answer my research questions because it would provide answers that would 
serve in the continued development of the project being evaluated.  By focusing on the 
use of what was being evaluated, I could then help those for whom the program/project 








In order to have success in conducting a U-FE, according to Patton, “there are five 
key variables that are absolutely critical in evaluation use” (Patton, 2008, p. 59). In order 
to emphasize the importance of people, Patton listed the five key variables in this way as 
a list in order of importance: 1. People, 2. People, 3. People, 4. People, and 5. PEOPLE 
(Patton, 2008).  It was important while conducting a form of U-FE that my stakeholders 
were always kept in mind as the focus of my program evaluation.  The stakeholders who 
were involved in my U-FE were administrators, reading teachers, math teachers, the 
ESOL compliance administrator, disciplinary deans, school counselors, and other 
teachers.   
Each of the stakeholders listed above was identified by their job title and if more 
than one of the stakeholders held the same position, they were assigned a single digit 
number next to their title based on the order in which I collected the information from 
them.  This was done to protect the individual and cause them no harm.  The information 
gathered from the stakeholders, as it pertained to the survey, was used solely to 
supplement and inform my evaluation. Furthermore, the surveys themselves were solely 
voluntary and no names were required to maintain anonymity.  
For those stakeholders whom I asked to interview (principal, assistant principal of 
instruction, one disciplinary dean, ESOL compliance administrator, and one guidance 
counselor), I provided an informed consent form detailing the purpose of my evaluation, 
what it involved, why they were being asked to voluntarily participate, protection of their 






information in my evaluation. I also informed the stakeholders of the option to withdraw 
from the survey or interview at any time during the process. Finally, the way I intended to 
gather data was with the utmost respect to their privacy. However, no interviews were 
conducted, only survey and quantitative data were used in my program evaluation.  
Participant Information and Selection 
 In order to conduct my research in an ethical and fair manner, I took the necessary 
steps to ensure and inform the stakeholders involved of their rights and their protections.  
To ensure the stakeholders’ autonomy, I provided them with an informed consent form 
which had full disclosure of my research, risks, if any, benefits and alternatives, with 
opportunities to ask questions. I protected the stakeholders’ privacy by ensuring that all 
necessary steps were taken to secure all information collected (locked filing cabinet, 
password protected documents, and using pseudonyms). I provided the stakeholders, in 
writing and verbally, the opportunity to freely participate or withdraw from my research 
at any time without any penalty or repercussions. I provided the stakeholders the 
autonomy, privacy, confidentiality, benefits, and risks, if any, of my research through 
both written and verbal communications.   
 I selected the stakeholders (administrators, reading teachers, math teachers, ESOL 
compliance administrator, disciplinary deans, school counselors, and other teachers) 
because they were involved in the daily educational process of the at-risk ELL students at 
High School A.  These stakeholders were chosen because they were a very important 
component of the success of these at-risk students and were key proponents to the success 






Education Profession, the Code of Ethics and Principles of Professional Conduct for the 
Education Profession states, “The educator's primary professional concern will always be 
for the student and for the development of the student’s potential” (Citation withheld to 
protect confidentiality). It was my belief that the stakeholders identified as participants in 
my research held the development of the student’s potential as their primary duty, and 
therefore, in good faith, provided the best possible opportunities for all students, 
including at-risk students, to a successful path to graduation.   
Data Gathering Techniques  
This section contains the data gathering techniques I used, as stated in the title. In 
this section discussed the methods of collecting the survey, journal, and achievement 
data. I also discussed my approach to data analysis using a Utilization-Focused 
Evaluation approach. Finally, I concluded this section by discussing the ethical 
consideration for this evaluation and any potential challenges.  
Surveys   
I gathered some of my data through the use of an instructional staff survey and an 
administrative staff survey (Appendices A and B) that were based on some or all portions 
of my primary and secondary research questions, as well as from questions derived from 
my observations, data analysis, and research that I had conducted. These surveys had 
questions which were specific to the each stakeholder and their roles, as they pertained to 
the at-risk ELL students at High School A.  These surveys were conducted in February of 
the 2014-2015 school year. These surveys were in paper form, and I collected them 






Foundation, using surveys is an effective approach for thoroughly collecting data from a 
wide-ranging group of individuals and educational settings (Schutt, 2014).  
Journal     
I took notes through the course of this evaluation process.  I used a journal format 
to document and reflect on my findings as I conducted my evaluation. I took these notes 
throughout the school day, before students reported to class in the mornings, during 
lunch, during my planning period, and after school.  I documented my findings as often 
as possible, and I set aside Wednesdays and Fridays as times to reflect on my notes. The 
use of the notes served as documented data that helped provide insight into answering my 
exploratory questions, as they related to at-risk ELL students getting or staying on a 
successful path toward graduation.   
Achievement Data 
 First, I applied for the proper permissions, then once approved, I collected  
American College Testing (ACT), Comprehensive Assessment Test (CAT), and 
Scholastic Assessment Test (SAT) scores as well as the grade point average (GPA), 
discipline (behavior) and attendance records of a cohort of thirty at-risk ELL students for 
the 2014-2015 school year. I collected this information with the purpose of assessing the 
areas that needed improvement for the students to achieve graduation. I collected the 
achievement data using various resources such as: Public Schools information 
management system (IMS), ACT results reports, SAT results reports, CAT results reports 
from the state Department of Education (DOE), grade point averages and attendance 






from the deans of discipline.  I collected computer-based records such as ACT, CAT, 
SAT, and GPAs, as well as attendance records, from the assistant principal of instruction 
and her staff of guidance counselors.  I was not able to collect discipline records.   
Data Analysis Techniques 
I presented my findings through a narrative, more specifically, in the format of a 
case study, always keeping in mind that this evaluation was a form of Utilization-Focused 
Evaluation (U-FE).  Since my framework revolved around the U-FE model I used a 
process use approach toward analyzing my data.  According to Patton (2008),  
Process use refers to and is indicated by individual changes in thinking and 
behavior, and program or organizational changes in procedures and culture, that 
occur among those involved in evaluation as a result of the learning that occurs 
during the evaluation process. (p. 108).   
Since data were something that continued to evolve through the evaluation of my project, 
I analyzed the data with a process use mentality in order to adjust to the changes that 
occurred among the stakeholders. Ultimately, I organized and analyzed the quantitative 
survey data using spreadsheets and descriptive statistics and represented them in graphics 
such as charts and graphs, whereas the notes, qualitative survey responses and interviews 
were presented in a descriptive narrative.   
In analyzing my qualitative data, I used several steps which helped me organize 
and interpret the meaning of the data.  The first step was to analyze the qualitative data in 
my research in order to get acquainted with my data. I transcribed, interpreted, and 






categories based on relevant information that emerged from my continual review of the 
data. Upon organizing my data by categories and topics, I reviewed the organized data 
and decided what information was most relevant and grouped that information together. 
Upon identifying and categorizing the most relevant information from my qualitative 
data, I moved on to my next step which was finding the connections. Once I had 
identified the connections, I described the links among the data.  The final step in my 
process of interpreting my qualitative data was to organize my findings in order of 
relevance or importance. I organized my data, I wrote up my findings, and I provided 
graphic summaries of the data using applicable charts.   
Ethical Considerations 
The first step toward gathering or using any information or idea that is not 
original for the purpose of research is obtaining permission. To ethically obtain and use 
any information for the purpose of my research, I first provided the participants with an 
informed consent form which outlined the purpose and use of the information that I was 
requesting from them.  Furthermore, I informed the participants of what the risks, if any, 
were anticipated before they agreed to take part (Polonsky & Waller, 2014).   
The next step toward gathering or using any information or idea is confidentiality 
and anonymity. I made certain that the stakeholders were aware of the purpose for the 
research. I also ensured that the stakeholders knew that the information that was being 
shared, whether it was from surveys, interviews, or other sources, would not be disclosed 
without their permission nor would their individual identities be revealed. The following 






at-risk ELL students in this evaluation was to help and not harm. This included not using 
the actual students’ names or any other obvious identifiers such as student identification 
numbers. This level of confidentiality and anonymity was also applied to the adult 
stakeholders.   
As stated in the Belmont Report summary on the U. S. Department of Health & 
Human Services webpage, “Investigators and members of their institutions are obliged to 
give forethought to the maximization of benefits and the reduction of risk that might 
occur from the research investigation” (U. S. Department of Health & Human Services, 
2014, para 3).  I analyzed, reviewed, and had a classmate review my survey and interview 
questions in order to identify any questions that may potentially cause harm to those who 
were going to participate. Once I eliminated any problematic questions, I submitted my 
survey and interview instruments to National Louis University’s Institutional Review 
Board (IRB) for approval; this served as a way to minimize or eliminate any risk or harm 
that my questions may potentially cause to the stakeholders prior to even conducting the 
surveys.   
The reason I chose the identified stakeholders as my participants was because 
they were the ones who were the intended users in my evaluation. They were ultimately 
the ones who controlled the situation and the availability of information required to 
conduct this evaluation and ultimately held the key to the success or failure of this 








As I concluded this portion of my program evaluation project (PEP), I came to 
understand that in order to obtain information that would be used for research purposes I 
had to be considerate of how those involved in the research could potentially be affected 
by the outcome of my research. Furthermore, I understood why it was necessary for 
researchers to frame or organize their research in a manner that would yield a clear 
method to follow for the readers or other researchers.  It was my intention that the 
explanation of the methods I planned to use would provide readers and other researchers 







Chapter Four: Findings and Interpretation 
 In the following section I provided my findings as well as my interpretation of my 
findings. I discussed in further details the school demographics, an explanation of the 
purpose of the surveys and the different types, as well as a question-by-question 
breakdown of the survey results. Finally, I concluded this section with my observations 
based on the survey results. The findings for my project evaluation were revealing but not 
surprising. The issue at hand was already known, ELL students needed support to 
graduate high school. Ultimately, my findings provided me with a clearer view of the 
areas of need and change.  
School Demographics 
The purpose of my program evaluation project (PEP) was to assess the practices 
that were being used at High School A (located in the metropolitan area of a large city in 
the state) to monitor and help at-risk English Language Learners (ELLs) achieve high 
school graduation.  High School A is public high school within a large school district that 
housed nearly 3,500 students of diverse backgrounds. High School A’s student 
demographics was composed of 49% Hispanic, 27% White, 15% African American, 7% 
Asian, 2% Pacific Islander, American Indian, and two or more mixed races (Citation 
withheld to protect confidentiality).  More than half of High School A’s student 
population (57%) received free or reduced-price meals based upon their families’ 








As I conducted my program evaluation it became evident that time and 
availability of participants was a factor. Although I intended to compile data from various 
sources, such as surveys, interviews, and others, I was limited to surveys as my main 
source of data for my program evaluation. Even though the surveys were my main source 
of data, I felt confident that these, along with my observations, provided a solid and valid 
source to inform my evaluation. For the purpose of my program evaluation, I created two 
separate sets of surveys, one for instructional staff including reading teachers, math 
teachers, ESOL compliance personnel, disciplinary deans, school counselors, and the 
principal and assistant principals.  
Instructional Staff Survey 
The instructional staff survey consisted of 11 essential questions derived from my 
primary and secondary research questions, as well as questions derived from my 
observations through the course of my evaluation (Appendix A). Each question was 
designed to inquire about the strategies and practices that were being used at High School 
A to assist at-risk ELL students in reaching the goal of high school graduation. 
Furthermore, the survey questions were also designed to help illuminate areas in which 
the instructional staff could continue to reflect and grow as they moved toward assisting 
in closing the graduation rate gap between ELL students and non-ELL students.  
 I distributed the instructional staff survey to 40 instructional staff members which 
consisted of reading teachers, math teachers, ESOL compliance personnel, disciplinary 






counselors. The reason for such wide distribution of the surveys among the instructional 
staff was because each group played an essential role in helping at-risk ELL students 
achieve high school graduation, whether it was through helping them in the classroom or 
advising them outside the classroom. Out of the 40 instructional staff members who were 
asked to volunteer to take the survey, 16 instructional staff members or 40% responded. 
Instructional Staff Survey Findings  
 The following is a question-by-question breakdown of the instructional staff 
survey. Items one through eight were Likert scale type questions and statements. Items 
nine through 11, were open-ended questions.  
In survey Item 1, I asked: Are any of your English Language Learner (ELL) 
students at risk of not graduating? Out of the 16 participants who completed the survey 
75% indicated that their ELL students were at risk of not graduating, whereas 18% 
answered that their ELL students were not at risk of graduating, and 6% were unsure. 
 
Figure 1. Responses to survey Item 1 concerning at risk of not graduating (n=16) 
 
In survey Item 2, I stated: I am aware of the educational needs of my ELLs who 










agreed on being aware of the educational needs of their ELL students who were at-risk of 
not graduating, whereas 6% strongly disagreed with the statement. 
 
Figure 2. Responses to survey Item 2 concerning teacher awareness of the educational 
needs of ELL students in their classes who were at-risk of not graduating (n=16) 
 
In survey Item 3, I stated: I often use English for Speakers of Other Languages 
(ESOL) strategies in my classes. Out of the 16 participants who completed the survey 
38% strongly agreed with the statement that they often use English for Speakers of Other 
Languages (ESOL) strategies in their classes, whereas 56% agreed with the statement and 
6% strongly disagreed with the statement.  
 
Figure 3. Responses to survey Item 3 concerning teacher use of English for Speakers of 
Other Languages (ESOL) strategies in classes (n=16) 
 
In survey Item 4, I stated: I am aware of my students’ ESOL accommodations. 












statement that they were aware of their students’ ESOL accommodations, whereas 56% 
agreed and 13% disagreed with the statement.  
 
Figure 4. Responses to survey Item 4 concerning teacher awareness of their students’ 
ESOL accommodations (n=16) 
 
In survey Item 5, I stated: The ESOL strategies that I am currently using are 
effective. Out of the 16 participants who completed the survey, 6% strongly agreed with 
the statement that the ESOL strategies that they are currently using were effective, 
whereas 88% agreed, and 6% disagreed with the statement.  
 
Figure 5. Responses to survey Item 5 concerning teacher perceptions of the effectiveness 













In survey Item 6, I stated: I find it easy to implement ESOL strategies into my 
lessons. Out of the 16 participants who completed the survey, 13% strongly agreed with 
the statement that they found it easy to implement ESOL strategies into their lessons, 
whereas 31% agreed and 56% disagreed with the statement.  
 
Figure 6. Responses to survey Item 6 concerning teacher perceptions of finding it easy to 
implement ESOL strategies (n=16) 
 
In survey Item 7, I stated: I have all the resources necessary to help my ESOL 
students succeed in an academic setting. Out of the 16 participants who completed the 
survey, 19% agreed with the statement that they have all the resources necessary to help 
their ESOL students succeed in an academic setting, whereas 75% disagreed and 6% 
strongly disagreed with the statement.  
In survey Item 8, I stated: In my opinion, my ESOL students are engaged in my 
class. Out of the 16 participants who completed the survey, 6% strongly agreed with the 
statement that their ESOL students were engaged in their class, whereas 63% agreed and 










In survey Item 9, I asked: Please list any ESOL strategies or remediation 
techniques which you are currently using with your ELLs. Out of the 16 participants who 
completed the survey, three major themes emerged from the list of ESOL strategies and 
remediation techniques that the participants were using. 
• The use of modified instruction such as small group, paired with other native 
speakers, and one on one instruction. 
• The use of modified materials such as translated homework, tests, and reading 
materials. 
• The use of other resources such as heritage dictionaries, visual aids, PowerPoint 
presentations, and additional time on assignments and assessments. 
In survey Item 10, I asked: Please list any ESOL strategies or remediation 
techniques which you have found NOT to be successful. Respondents listed many of the 
same strategies from question nine (see response to Item 9). The most common strategies 
which the participants found not to be successful were the use of a heritage dictionary 
and the use of visual aids. They explained that often the ESOL students had a deficiency 
in their own native language which prevented them from translating the material 
accurately. The participants also explained that visual aids were not as effective because 
they still needed to be explained to the ESOL students.  
In survey Item 11, I asked: In your opinion, which of the following (Language 
barrier, Level of comprehension of the subject, Classroom environment, Other) do you 
believe contributes to the level of engagement of your ELLs? When it came to listing the 






unanimously listed that language barrier was the number one contributing factor to the 
level of engagement of their ELL students. The second contributing factors as listed by 
the participants was level of comprehension of the subject, as 63% of the participants 
checked this factor. Of the 16 participants, 31% indicated that the classroom environment 
was also a contributing factor in the level of engagement of their ELL students. Finally, 
under other, 13% of the 16 participants listed that the “social environment” and the 
“Student’s drive or motivation to be successful” were also contributing factors to the 
level of engagement of their ELL students.   
Administrator Survey 
The administrative survey consisted of 16 items derived from a combination of 
my primary and secondary research questions, as well as questions that came out of my 
observations through the course of my evaluation (Appendix B). Furthermore, I designed 
the items for the administrative survey to obtain a pulse of the schoolwide strategies and 
practices that were being used at High School A to assist at-risk ELL students in reaching 
the goal of high school graduation. In addition, the administrative survey items served as 
a tool to gain further insight on the administrators’ approach toward addressing the needs 
of at-risk ELL students while also providing some background knowledge of the current 
state of High School A as it pertained to closing the graduation rate gap between at-risk 
ELL students and non-ELL students. The 16 items consisted of a combination of Likert 







I distributed the administrator survey to five school-based administrators which 
consisted of the school principal and four assistant principals. Each of these individuals 
had a unique perspective of different aspects of the inner workings of the school and 
could provide a valuable evaluation as to how the school was addressing the needs of at-
risk ELL students. Furthermore, the experiences and expertise of these administrators 
could help in better understanding whether the school had the necessary resources 
available in place to establish program or set of guidelines to help meet the needs of at-
risk ELL students in achieving graduation.  Out of the five administrative team members 
who were asked to volunteer to take the survey, three (including the principal), or 60% 
responded.  
Administrator Survey Findings 
 The following is an item-by-item breakdown of the responses to the 16 items on 
the administrators’ survey. There were three participants including two assistant 
principals and the principal.   
In survey Item 1, I stated: I am aware of the ELL population at this school. Out of 
the three participants, 100% strongly agreed that they were aware of the ELL population 
at their school.  
In survey Item 2, I stated: I am aware of the ELL students who are not on track to 
graduate. Out of the three participants, 67% strongly agreed that they were aware of the 
ELL students who were not on track to graduate and 33% agreed with the statement. This 
means that 100% of the responders felt that they had an awareness of the graduation track 






In survey Item 3, I asked: What percentage of students at this school are English 
language learners (ELLs)? Your best estimate is fine. The participants responded as 
follows: 
Administrator A: 30% 
Administrator B: 45% 
Administrator C: 18% 
In survey Item 4, I asked: What percentage of this school’s English language 
learners (ELLs) are not on track to graduate? Your best estimate is fine. The participants 
responded as follows: 
Administrator A: 19% 
Administrator B: 35% 
Administrator C: 12% 
In survey Item 5, I asked: Which ELL instructional models (English as Second 
Language [ESL], Two-way/dual language, Sheltered Content Instruction, Newcomer 
program, Collaborative ESL and general education, Bilingual education, Do not know, 
or Other) are currently being used at this school? The three participants responded as 
follows. 
Administrator A: Collaborative ESL and general education 
Administrator B: Sheltered Content Instruction  
Administrator C: English as Second Language (ESL) 
In survey Item 6, I asked: Which staff members (ELL teacher(s), Assistant 






Guidance counselor(s), or Other) are primarily responsible for the education of ELLs? 
The three participants responded as follows: 
Administrator A: General education teacher(s) and Other (ESOL compliance 
administrator)  
Administrator B: All 
Administrator C: ELL teacher(s), Assistant principal(s), ELL teacher assistant(s), 
Principal, General Education teacher(s), and Guidance 
counselor(s)  
In survey Item 7, I stated: This school has a system in place for monitoring the 
academic progress of ELLs. Out of the three participants, 33% strongly agreed with the 
statement that the school had a system in place for monitoring the academic progress of 
ELL students and 67% agreed with the statement. Therefore, they had 100% confirmation 
that there was in place a monitoring system for the academic progress of ELL students. 
In survey Item 8, I asked: How does this school monitor the academic progress of 
ELL’s (Grades, Parent input, State or local content area assessments, Data from the 
multi-tiered system of supports [MTSS], Teacher input, or Other)? The three participants 
responded as follows: 
Administrator A: Grades, State or local content area assessments, Data from the 
multi-tiered system of supports (MTSS), and Teacher input  
Administrator B: Grades, Parent input, State or local content area assessments, 
Data from the multi-tiered system of supports (MTSS), Teacher 






Administrator C: Grades, State or local content area assessments, Data from the 
multi-tiered system of supports (MTSS), and Teacher input 
In survey Item 9, I stated: This school provides ELL students with MTSS 
interventions. Out of the three participants, 33.3% strongly agreed with the statement that 
the school provides ELL students with multi-tiered system of supports (MTSS) 
interventions, 33.3% agreed and 33.3% did not provide an answer.  
In survey Item 10, I stated: This school differentiates between MTSS interventions 
and English for Speakers of Other Languages (ESOL) intervention strategies. This 
statement elicited the same results as Item 9 in that out of the three participants 33.3% 
strongly agreed with the statement that the school differentiates between MTSS 
interventions and English for Speakers of Other Languages (ESOL) intervention 
strategies, 33.3% agreed, and 33.3% did not provide an answer. 
In survey Item 11, I asked: Which staff members (ELL teacher(s), Assistant 
principal(s), ELL teacher assistant(s), Principal, General Education teacher(s), 
Guidance counselor(s), or Other) are primarily responsible for the MTSS interventions at 
this school? The three participants responded as follows: 
Administrator A: General education teacher(s) and MTSS team  
Administrator B: General education teacher(s), ELL teacher(s), Assistant 
principal(s), ELL teacher assistant(s), Principal, General 
Education teacher(s), and MTSS coach  






In survey Item 12, I stated: This school has a system in place for monitoring the 
progress of ELL students who are not on track to graduate. Out of the three participants, 
67% strongly agreed with the statement that the school has a system in place for 
monitoring the progress of ELL students who are not on track to graduate and 33% 
agreed with the statement. Therefore 100% of administrators agreed that their school has 
a system in place for monitoring ELL students in jeopardy of graduation success. 
In survey Item 13, I asked: Please list any strategies or interventions currently 
being used at this school to help ELL students who are not on track to graduate. The 
three participants responded as follows: 
Administrator A: “1 on 1 assistance and pull-out instruction.” 
Administrator B: “After school tutoring, MTSS pull-outs, reading programs to 
address areas of need, book reading.” 
Administrator C: “Assemblies, phone calls to parents, Parent Teacher Conference, 
assistance in heritage language for Spanish and Haitian Creole, 
Reading, Math, Social Studies.” 
In survey Item 14, I stated: This school has a formal mentoring program to guide 
ELL students who are not on track to graduate? Out of the three participants, 33% 
strongly agreed with the statement that the school has a formal mentoring program to 
guide ELL students who are not on track to graduate and 67% disagreed with the 
statement.  
In survey Item 15, I asked: Are resources (funding, personnel, and time) available 






the three participants, 33% agreed with the statement that resources (funding, personnel, 
and time) were available to meet the academic needs of the ELL students who were not 
on track to graduate, and 67% disagreed with the statement. A majority of respondents 
pointed to a lack of resources to support academic needs of ELL students. 
In survey Item 16, I asked: Would this school benefit from having a formal 
mentoring program to guide ELL students who are not on track to graduate? Out of the 
three participants, 33% strongly agreed with the statement that the school would benefit 
from having a formal mentoring program to guide ELL students who are not on track to 
graduate and 67% agreed with the statement. Therefore, there was a 100% agreement that 
the school would benefit from a mentoring program of at risk of not graduating ELL 
students. 
Observations     
 Through the course of my program evaluation, I observed several things that 
resonated with me. My first observation was that many of the instructional staff members 
who educated the at-risk ELL students were frustrated because of the lack of resources or 
support for helping this subgroup of students. Through many informal conversations, 
instructional staff members expressed a sense of helplessness in meeting the needs of the 
ELL population when it came to helping those with limited English skills. Another 
observation I made during my evaluation was the heavy workload carried by some of 
these instructional staff members. They often had multiple courses that they taught, along 
with data meetings, test preparation, and mandated professional development, which left 






included ELL students. Ultimately, in my observation, the instructional staff was left with 
no choice but to default to one-size-fits-all strategies (dictionaries, visual aids, guided 
notes, and others) that they felt were not always effective but were better than nothing.  
 As for my observation of the administrators regarding ELL students who were at-
risk of not graduating, their efforts were fragmented. I observed the administrators’ 
efforts were also a one-size-fits-all approach. I observed that they felt the same strategies 
being used to remediate non-ELL students should work for at-risk ELL students. The 
administrators, by no fault of their own, did not prioritized the needs of at-risk ELL 
students, instead they grouped them into the same category of struggling non-ELL 
students. This holistic approach seemed to be detrimental to the goal of improving the 







Chapter Five: Judgment and Recommendations 
In this section I discussed the positives and negatives, my judgements, and final 
reflections. I took a deep dive into what worked and what needed to be reevaluated. 
Furthermore, I discussed in detail, recommendations for strategies and systems that were 
successful in aiding at-risk seniors graduate from high school. 
Judgments 
As I reflected on my evaluation of the way the school was addressing the 
graduation rate gap between ELL students and the rest of the student body, I developed 
certain judgements based on my findings. In every situation there is an opportunity to see 
the good and the bad, but it is how we choose to move forward that determines the final 
judgment. Ultimately, my judgment was my perspective through the lense of an educator.  
The Positives 
As I evaluated the various data sources, survey responses, and observations, as 
reported by the stakeholders, to find what strategies or remediation techniques had been 
successful during my program evaluation of High school A, my findings revealed some 
components of the intervention strategies that were being used had mixed results. As a 
result of my investigation during my evaluation, I discovered several positive aspects of 
the ESOL program as it was being implemented by the stakeholders at High School A. 
The following is a list of the positive findings among teachers and administrators as a 
result of my evaluation. 







• Most of the teachers at High School A indicated they used ESOL strategies in 
their classes.  
• Most of the teachers at High School A were aware of their ELL students’ 
accommodations.  
• Most of the teachers at High School A believed the strategies they were using 
(modified instruction, modified materials, heritage dictionaries, visual aids, and 
Power Point presentations) were effective.  
• The administrators of High School A were aware of the ELL students who 
were not on track to graduate.  
• The administrators of High School A had a system in place to monitor the 
progress of ELL students.  
The findings mentioned above are a summary of the positive aspects of the ESOL 
program as reported by the stakeholders. As I continued my analysis of the various data, I 
also noticed that many of the strategies being used, systems that were in place, and the 
stakeholders’ level of understanding of the needs of ESOL students were being used or 
implemented in an ineffective way.  
The Negatives 
While analyzing the information and feedback after my evaluation of the ESOL 
program at High School A, I noticed various trends that seemed to contribute to the 
efforts of the stakeholders at High School A not resulting in the optimal level of 






graduate. The following is a list of trends and findings among teachers and administrators 
as a result of my evaluation. 
• There was limited dedicated time to help ELL students. 
• Over 50% of the teachers surveyed stated they found it difficult to implement 
ESOL strategies.  
• Over 80% of teachers surveyed felt they did not have the necessary resources 
to help their ELL students.  
• Over 90% of teachers surveyed felt their ELL students were not engaged 
during class.  
• Strategies such as the use of heritage dictionaries and visual aids were rendered 
ineffective if the ELL student had a deficiency in their native language or if the 
visual aid was not culturally relevant.  
• Administrators were aware of the ELL population at High School A but were 
not aligned in response when asked about the percentage of the ELL seniors 
who were not on track to graduate.  
• Administrators were aware of an instructional model for ELL students being 
used but were not aligned in response as to which model was being used. 
• Administrators were not aligned in response when asked who was primarily 
responsible for the education of ELL students at High School A.  
Reflections 
Upon reflection on my exploratory questions, I concluded that educators were 






population seniors at High School A, but the progress of their efforts was slowed down 
by the lack of consistency in the strategies used, the ESOL model used, and the lack of 
resources, including professional development. I started my evaluation of the ESOL 
program at High School A using the following guiding questions. 
• What strategies or remediation techniques have been successful during the 
mentoring and monitoring program of the at-risk ELL seniors at High School A, 
as reported by the stakeholders (administrators, reading teachers, math teachers, 
ESOL compliance administrator, disciplinary deans, and school counselors), 
and as indicated by the academic indicators (CAT, SAT, ACT, and GPA)?  
• What makes these strategies or remediation techniques successful as reported by 
the stakeholders (administrators, reading teachers, math teachers, ESOL 
compliance administrator, disciplinary deans, and school counselors)?    
• What strategies or remediation techniques have NOT been successful during the 
mentoring and monitoring program of the at-risk ELL seniors at High School A, 
according to the aggregated data (CAT, SAT, ACT, and GPA), and as reported 
by the stakeholders (administrators, reading teachers, math teachers, ESOL 
compliance administrator, disciplinary deans, and school counselors? 
• What are the challenges experienced in the mentoring and monitoring program 
of the at-risk ELL seniors at High School A as reported by the stakeholders 
(administrators, reading teachers, math teachers, ESOL compliance 






• What suggestions do the participants (administrators, reading teachers, math 
teachers, ESOL compliance administrator, disciplinary deans, and school 
counselors) in the ELL mentoring and monitoring program at High School A 
have for improving the mentoring and monitoring program? 
• What resources will be needed to properly create and implement a graduation 
achievement program that focuses on all the at-risk students as reported by 
various stakeholders (administrators, reading teachers, math teachers, ESOL 
compliance administrator, disciplinary deans, and school counselors)? 
The strategies I observed during my evaluation that were reported by stakeholders 
as effective were modified instruction, modified materials, heritage dictionaries, visual 
aids, and PowerPoint presentations. These strategies are all classroom strategies used by 
individual teachers to help facilitate instruction; however, based on my findings, they 
were not implemented as a part of mentoring and monitoring the progress of ELL at-risk 
seniors.  
Although, the stakeholders involved in my evaluation indicated that there was a 
formal method of mentoring and monitoring at-risk ELL seniors at High School A, it was 
evident that, as a school, they were only aware of these at-risk ELL seniors as it pertained 
to their role at the school. As I continued to seek for answers for my exploratory 
questions, it became clear that the strategies put in place by all stakeholders were not 
uniform in application, use, or level of understanding; therefore, a judgment on what 
strategies/systems were effective or ineffective, as pertaining to helping at-risk seniors 







Through my program evaluation, I aimed to find what strategies and systems were 
successful in aiding at-risk seniors graduate from High School A. Through survey, 
observations, and various assessment data results, my evaluation provided me with 
insight into the effectiveness of the strategies and systems being used to help at-risk ELL 
students graduate. As a result of my findings, I was able to focus on one area of greatest 
need.  
The overarching area was the need for school leaders to dedicate attention on 
establishing and implementing a school-wide focus on the needs of ELL students. The 
school administrators at High School A were not consistent in their knowledge or 
understanding of the programs, systems, or models being used to help at-risk ELL seniors 
or the ELL population at large. For all stakeholders to help prevent ELL students from 
becoming at-risk of not graduating, there needed to be a clear focus on intentionally 
addressing the needs of all ELL students. Therefore, there needed to be a clear 
understanding of what was in place, how it would be applied, and how the stakeholders 
would be held into account.  
Conclusion 
As I reflected on my program evaluation, it became clear that answers to my 
exploratory questions led me to the realization that there is much work still to be done 
when it comes to helping at-risk ELL students and ELL students in general. Some of the 
lessons I learned from my evaluation will serve as understanding organizational 






students, but also should have a pulse on what is being done at their school to help meet 
the needs of all students. A school-wide focus on the needs of all students is a key 
component to a successful school.  
By having an organizational focus with accountability and follow through on the 
needs of all students, leaders will be able to better identify students’ needs, and in turn 
better able to target and address the underlying issue to help students successfully reach 
graduation and help close the graduation gap as it pertains to ELL students. Furthermore, 
having an organizational focus on the needs of ELL students will allow leaders to better 
support teachers, staff, deans, and support staff in the efforts of keeping ELL students on 
track to graduate. This can be done not only by providing support, but also by 
understanding what resources are necessary. In Chapter Six of my dissertation, I will 







Chapter Six: Strategies and Actions 
It is the responsibility of educators to provide every student with the opportunity 
to have a successful path toward graduation, regardless of their socioeconomic status, 
cultural background, or demographics. Unfortunately, in today’s modern times, some 
educators are still depriving some students from the opportunity of achieving high school 
graduation. Educators in the school under study were unintentionally leaving behind the 
English Language Learners (ELL) due to the lack of instructional focus on their ELL 
students’ learning and the pressures brought about by standardized tests. John Dewey 
once said, “The belief that all genuine education comes about through experience does 
not mean that all experiences are genuinely or equally educative” (Levine & Dewey, 
2008, p. 11).  Just because educators provide ELL students with the experience of an 
American education, it does not mean that educators provide them with an educative 
experience.   
Statement of the Problem 
The problem the school under study was facing was that the graduation rate of 
English Language Learners (ELL) was lagging behind that of the general school 
population. In school year 2012-2013, the graduation rate for the whole school was 91%, 
but the graduation rate among ELL students was 77.8%, a 13.2 percentage point gap 
(Citation withheld to protect confidentiality). Out of the 3,231 students at the school 
under study, 1,592 were Hispanic, making the student population almost 50 percent 






100 or fewer were of Asian origin, making Hispanics the majority of the ELL population 
at over 93% (Citation withheld to protect confidentiality).   
Furthermore, ELL students seemed to face many obstacles when it came to 
getting or staying on a successful path to high school graduation.  These obstacles 
(standardized tests, insufficient credits, low grade point averages, and language barriers) 
often went unaddressed until the students reached their senior year of high school and 
often it was too late for them to overcome.  Due to the lack of oversight, guidance, and 
proper implementation of instructional strategies, these students often faced the difficult 
reality of not graduating on time.  The results of these students not being on a successful 
path to graduation sometimes led to the difficult decision of dropping out or not pursuing 
a post-secondary education. To better conceptualize the problem at hand, I used the 4Cs – 
context, culture, conditions, and competencies (Wagner et al., 2006) – to better depict the 
problem. Now that I had identified the problem, I presented here the overall vision to 
address the challenges that came as a result of the problem.  
Vision 
 The vision is for a school-wide focus addressing the needs of ELL students to 
improve the graduation rate of ELL students. The problem, as I presented above, was that 
there was an evident gap between the ELL students’ graduation rate and the overall 
school population graduation rate. As a result of a school-wide focus on addressing the 
needs of ELL students to improve the graduation of ELL students, I anticipate the faculty 
and administrative staff to be more informed of the educational needs of ELL students. I 






progress toward closing the graduation rate gap between ELL students and the overall 
student population.  
Rationale 
I chose this change plan because while working with the assistant principal of 
instruction (API) at the school under study, we noticed a significant number of seniors 
who were not on track to graduate; many of these seniors were ELL students. Initially, 
we reviewed a list of all seniors at risk of not graduating at the start of the school year. 
The list included students with various contributing factors such as number of credits 
earned for core classes such as math, science, history, and English, grade point average, 
number of elective courses taken, and whether the student had passed the state’s high-
stakes test. This list was initially a list of 120 students of which 50 were ELL students. 
This was particularly alarming because many of these seniors had met all the 
requirements for graduation except passing the state required standardized test.   
My personal reason for focusing my change plan on improving ELL students’ 
instruction to improve their graduation rate is because I am an English Language Learner 
who was fortunate enough to successfully graduate high school. Like many of the 
students at the school under study, I did not have a support system in place. When I first 
entered school in the United States, I did not know a single word of English. My younger 
brother and I were enrolled and placed in a classroom where English was the only 
language of instruction without a paraprofessional to help translate and make sense of the 






paraprofessionals, that support only comes in a very limited amount of time due to the 
need for the paraprofessional to assist other students in different classes.  
When my brother and I entered school in the United States and through the course 
of our K-12 academic experience, there was no such thing as differentiated or modified 
instruction offered. We often sat in class not truly comprehending what was being taught 
and just trying to survive to translate for meaning. I am aware that this experience was an 
experience that applied to my brother’s and my situation and may not have been 
representative of the whole American educational system. However, I cannot help but 
notice that today’s ELL students, just like my brother and I experienced in the 
educational system of the 1990s, are still experiencing inequalities in their educational 
settings. It is my belief that if my brother and I would have had a support system in place 
made up of school personnel whose vision explicitly incorporated the education of ELL 
students, invested in providing paraprofessional support, and provided educators with 
professional development for differentiated instruction as it applied to ELLs, we would 
have benefited from getting more out of our education.  
This change project is important to me because in over a decade and a half of 
teaching, I have seen many students deprived of successfully completing high school and 
going on to college because they did not have the resources in place to help them 
successfully address the competencies needed to pass the state standardized test. I believe 
that if I were a student in today’s public school system, I would be in the same position as 
many of today’s ELL students. As a student, I was quick to learn the oral aspect of the 






the course of my high school education. It was not until my freshman year of college that 
I realized that my ability to comprehend concepts and ideas presented on academic texts 
was debilitating to the point where I had to teach myself. In my first semester during my 
freshman year, I spent countless hours at the campus library. I would read assignments 
and the books related to those assignments, then I would make notes of things I did not 
comprehend, and after that I would pull books off the shelf to conduct research and 
develop my own understanding. If I were a student today, with the same level of 
language comprehension I had back when I was in high school, I would have not had the 
language skills necessary to decipher the complexities of a high-stakes state test.  
 For the district of High School A and the educational community at large, this 
change project is important because the success of every student is an investment in our 
future. The success of every student is an investment in the future because current 
students are ultimately the individuals who are going to be tasked with the continual 
success of the nation. Current students are future doctors, engineers, politicians, public 
sector workers such as teachers, police officers, firefighters, paramedics, judges, and 
many other essential public workers, as well as lawyers, scholars, and scientists, just to 
name a few. Just like with previous generations, the leaders of today will be relying on 
current students to one day be able to perform tasks which require them to think critically 
to solve many of life’s complex issues. If students are meeting all the requirements for 
graduation with the exception of passing one standardized test, then educators are 






 According to the February 2013 report by Rebecca M. Callahan, The English 
Learner Dropout Dilemma: Multiple Risks and Multiple Resources, high school dropouts 
not only make less money and have a smaller amount of economic, social, and 
educational options compared to high school graduates, but they are also relatively costly 
to society (Callahan, 2013). Students who do not graduate high school have less of an 
opportunity to fully participate and take advantage of the labor market; therefore, when 
they are employed, they earn less then high school graduates, thus paying less taxes and 
not contributing to society to their full potential (Callahan, 2013). The long term 
economic and societal effect of not graduating high school is already bad enough for 
those who were born in the U. S. and speak the language, but for ELL students who do 
not graduate high school, the ramifications can be detrimental to their potential of 
becoming a contributing member of society.  
Goals 
The intended goal for my change plan is to have a school-wide focused attention 
on addressing the needs of ELL students which improves the graduation rate of ELL 
students at the school under study. There are many areas of focus when it comes to 
addressing the problem. These areas include: context, culture, conditions, and 
competencies (Wagner et al., 2006). Wagner et al. defined context as “the skill demands 
all students must meet to succeed as providers, learners, and citizens and the particular 
aspirations, needs, and concerns of the families and community that the school or district 
serves. Context also refers to the larger organizational systems within which we work, 






Wagner et al., culture is “the shared values, beliefs, assumptions, expectations, and 
behaviors related to students and learning, teachers and teaching, instructional leadership, 
and the quality of relationships within and beyond the school. 
Culture refers to the invisible but powerful meanings and mindsets held individually and 
collectively throughout the system” (2006, p. 102). Conditions, as defined by Wagner et 
al., are “the external architecture surrounding student learning, the tangible arrangements 
of time, space and resources” (2006, p. 101). Finally, Wagner et al. defined competencies 
as “the repertoire of skills and knowledge that influences student learning” (2006, p. 99)  
The context that requires change is the low graduation rate for ELL students and 
the little attention to the core competencies ELL students will need to pass the state 
required exams or their equivalent. My goal in addressing the context is to improve 
graduation rates for ELL students through the use of data driven, dedicated attention 
(meaning that it will be explicitly included in the school’s yearly vision and acted upon) 
and remediation on the core competencies ELL students need to successfully graduate 
high school.  To change the context of the situation, I will work with the administrative 
team in developing the school’s yearly vision to include a data driven focus on the 
instruction of ELL students; therefore, allowing for a more data focused way to remediate 
struggling ELL students. My vision for the school will state the following: To support the 
acquisition of basic interpersonal communication skills and the development of academic 
language proficiency by helping students become proficient in listening, speaking, 
reading, and writing. Furthermore, educators will be provided research-based strategies 






ELLs to meet the same challenging academic content and achievement that all children 
are expected to meet. The school will assist in promoting successful participation in 
classroom learning situations and other school activities while maintaining a positive 
attitude toward self, school, and community. Furthermore, the school will foster 
understanding, respect, and appreciation for the cultural and linguistic diversity of the 
student population. 
My goal for the conditions is to have a common set of standards for addressing 
the needs of ELL students, as well as school-wide support in addressing the needs of 
every student in an equitable manner. With collaboration among administrators, faculty, 
and staff, they will develop a common set of standards that will help teachers and school 
administrators to better identify the needs of ELL students, which in turn will help them 
support the needs of every student in an equitable manner. This set of standards will be 
guided by benchmark test results, previous year’s high-stakes state test results, teacher 
observations, and input from the ESOL compliance coordinator. This will help in 
addressing the next portion of the overall goal, competencies.   
My goal for competencies includes developing the abilities for teachers to 
continue to increase their knowledge and understanding of how to improve the core 
competencies ELL students need to successfully graduate high school. My goal for the 
administrative team’s competencies is for them to dedicate time during their data 
meetings to monitor the progress of at-risk ELL students and for the administrative team 
to include the graduation rate of ELL students as part of the school’s yearly goals. 






accountable for providing ELL students, especially those who do not speak English or 
have limited English skills, with data-based monitoring strategies to address their 
individual academic needs, and for the administrators and teachers to work together with 
a no blame understanding in addressing the needs of ELL students. These competencies 
will have to be implemented in stages, but ultimately to achieve this goal, there must be 
buy-in from all stakeholders involved.   
My goal is to create a culture which has: 
1) An embedded focus on the needs of ELL students in the administrative yearly 
mission.  
2) A clear building-level focus on improving the core competencies ELL students 
will need to successfully graduate high school.  
3) A shared school ownership and understanding of ELL students’ achievement 
problems.  
4) A continuous data driven support provided for ELL students. 
5) A culture of Professional Learning Communities that include conversations 
about strategies being used to support ELL students.   
To achieve the culture part of my goal, the previous three Cs – context, conditions, and 
competencies – must be in place. Without one, the others cannot effectively happen, so to 
achieve my change plan of school-wide focused attention on addressing the needs of ELL 
students for improving the graduation rate of ELL students, I will need to systemically 








The school under study is in the metropolitan area of a large city in a southeastern 
state. It is a public high school that houses nearly 3,300 students of diverse backgrounds.  
Of those 3,300 students, 49% are Hispanic, 27% are White, 15% are Black, 7% are 
Asian, 2% are Pacific Islander, American Indian, and two or more mixed races.  Fifty 
eight percent of the students at the high school qualify for free or reduced-price lunch 
(Citation withheld to protect confidentiality).  
Exploratory Questions 
As I continue to explore the possibilities for change in order to address and 
narrow the rising graduation gap between ELL students and the general student body of 
the school under study, I will be identifying, researching, and proposing strategies and 
practices that can be used in the approach toward helping English Language Learners 
(ELL) reach graduation.  Furthermore, I will continue to research similar strategies and 
practices being used elsewhere in order to promote and establish a concrete change model 
that can be used to help all ELL students at the school under study to achieve successful 
high school graduation. The initial research questions for this change plan are as follows: 
Exploratory question 1: What is the school under study currently doing to address 
the graduation rate gap between ELL students and non-
ELL students? 
Exploratory question 2:  What is the school under study currently doing to 
identify the core competencies ELL students will need 






Exploratory question 3:  How can the school under study create a common set of 
protocols for identifying or addressing the needs of 
ELL students? 
Exploratory question 4:  How can the school under study create building-level 
support for the needs of ELL students? 
Exploratory question 5:  What professional development is needed to effectively 
address the needs of ELL students? 
Exploratory question 6:  What professional development is needed to ensure 
ethical grading practices are used on assignments 
submitted by ELL students? 
Exploratory question 7:  What tangible changes are needed to create a school 
culture where educators are all held accountable for the 
success of the ELL population? 
Through my research, observations, and the use of the framework by Wagner et 
al. (2006), I will be able to address my exploratory questions and formulate a vision of 
success To-Be to promote and achieve the change necessary to begin the process of 
closing the graduation gap between ELL students and the general student body. 
Furthermore, I will gain insight on the personal biases, competencies, leadership styles, 
and leadership journeys that have molded the school under study.  
Summary  
 The reality that the school under study is facing is that they do not currently have a 






students to graduate high school. The vision is for a school-wide focus on addressing the 
needs of ELL students for improving the graduation rate of ELL students. The reason I 
chose this change initiative was because while working with the assistant principal of 
instruction (API) at the school under study we noticed a significant number of seniors who 
were not on track to graduate; many of these seniors were ELL students. Based on the 
vision, my goal is to have a school-wide focused attention on addressing the needs of ELL 
students which improves the graduation rate of ELL students at the school under study.  
Even if my change plan is not implemented, it is my hope that as a result of my research, 
more attention can be dedicated toward addressing the needs of ELL students before they 
become at-risk seniors.  
Relevant Literature 
Wagner et al. (2006) described condition as being “the external architecture 
surrounding student learning, the tangible arrangements of time, space, and resources” (p. 
101).  The conditions for the school under study were not conducive toward improving 
the graduation rate for ELL students. The first condition that was contributing to the 
problem was there was no system for identifying or addressing the needs of ELL 
students. There were many monitoring tools being used but no specific system in place to 
identify and meet the needs of ELL students for those who were considered at risk due to 
insufficient credits, low grade point average, or had not passed the state required 
standardized test. This led to the next condition contributing to the problem, little class 
time to properly implement remediation strategies. Often when these strategies were 






importantly, the lack of professional development in the proper use of remediation 
strategies for ELL students.   
The remaining conditions were those that could be considered “external” in 
nature. These conditions were class sizes too large for individual attention, not much 
building-level support for the needs of ELL students, and too many directives from 
district and building administrators.  I considered these conditions as external because 
they were all conditions that were controlled from outside of the classroom. The school 
under study was in a state that limited the number of students in core classes to 25 
(Citation withheld to protect confidentiality). The limited class size was still a problem 
for the education of ELL students because even with 25 students in the core classes, the 
teachers were not able to provide the focused individual attention needed for struggling 
ELL students to fully comprehend what they were learning; therefore, often leading those 
ELL students to comply in order to get by. As a former ELL student, because I was trying 
to keep my head above water, I often focused on translating text for literal meaning but 
not comprehension. This led me to go through many of my fifth through twelfth grade 
American educational experiences by just complying to get by with my learning. It was 
not until I was able to truly comprehend what I read that I fully understood what I was 
learning.   
As for the conditions of lack of administrative support for addressing the needs of 
ELL students and too many directives from building and the district, these were 
conditions that could be addressed through the vision and mission of the district and the 






student due to the lack of the establishment of a clear vision and mission. The lack of 
building or administrative support for addressing the needs of ELL students had a 
negative impact because it restricted the resources of time, money, and professional 
development needed to help ELL students stay on track to graduate. It was almost like 
that old saying “out of sight, out of mind.” It has been my experience, both as a student 
and as an educator, that often, the needs of ELL students get placed on the back burners 
and sometimes forgotten or dismissed as a low priority. Therefore, the conditions in 
which the business of teaching ELL students is done, is not suitable because the 
conditions are dictated outside of the classroom.  
In October of 2010 President Barack Obama signed Executive Order 13555, 
White House Initiative on Educational Excellence for Hispanics (Federal Register, 2010). 
This executive order revolved around two goals; the first goal was to “help restore the 
United States to its role as the global leader in education” (para. 1), and the second goal 
was to  
strengthen the Nation by expanding educational opportunities and improving 
educational outcomes for Hispanics of all ages and by helping to ensure that all 
Hispanics receive a complete and competitive education that prepares them for 
college, a career, and productive and satisfying lives. (Federal Register, 2010, 
para. 5) 
 In his executive order, President Obama stated that Hispanic students are the “largest 
minority student group in the Nation’s schools” (para. 3) and that Hispanics make up 






Although Hispanics make up more than 22 percent of all pre-K-12 students, in his 
executive order President Obama also mentioned the realities of the state of education of 
Hispanics in the United States by stating that, “far too few Hispanic students graduate 
from high school” (para. 3) and that “of those who do complete high school, many are not 
adequately prepared for college” (Federal Register, 2010, para. 3). 
In his executive order President Obama touched upon a topic that was becoming 
more and more prevalent in public schools, the inequitable education of Hispanics in the 
United States. Although approximately 79% of English Language Learners (ELL) 
nationally are from Spanish-language backgrounds, ELL students in the U. S. speak more 
than 450 languages (Payán & Nettles, 2007). This being the case, when I refer to ELL 
students, I am referring to all ELLs not just Hispanics.  As President Obama indicated in 
his executive order, “Our country was built on and continues to thrive on its diversity, 
and there is no doubt that the future of the United States is inextricably linked to the 
future of the Hispanic community” (Federal Register, 2010, para. 4). This means that the 
education of ELL students in the United States should be taken seriously as they will 
continue to be inextricably linked to the future of the country.   
While conducting my research, I identified literature that related to the topic of 
ELL students and the academic inequalities that impact the success of ELL students. A 
number of these texts focused on themes such as establishing coherent vision or strategy 
for the school-wide instruction of ELL students, creating explicit accountability for the 
progress of ELL students, improving the of use of student data for tracking the academic 






instruction of ELL students (Horwitz et al., 2009). The articles, journals, dissertations, 
and reports which I selected focus on and mirror the themes or topics of educating ELL 
students and offered some solutions as to how to address some of the primary issues.  I 
framed my analysis using various components of my research findings to create a 
framework that served as my fundamental approach toward addressing the issues about 
providing school-wide focused attention on addressing the needs of ELL students for 
improving the graduation rate of ELL students. 
Coherent Vision for the Instruction of ELL’s  
Vision, as it pertains to the educational setting, is “a public declaration that 
schools or other educational organizations use to describe their high-level goals for the 
future—what they hope to achieve if they successfully fulfill their organizational purpose 
or mission” (Great Schools Partnership, 2015, para. 1). With this definition in mind, I 
began shaping my framework with the notion of establishing a coherent vision that was 
conducive toward the instruction of ELL students. The school under study did not have a 
vision that described high-level goals for educating the ELL population.  According to 
the findings reported by The Council of the Great City Schools in October 2009,  
“Educational institutions must develop a clear instructional vision and high expectations 
for ELLs” by “being clear about academic goals, communicating these goals 
emphatically to stakeholders, and ensuring that ELLs are held to the same high standards 
as other students” (Horwitz et al., 2009, p. 4). The vision must be clear so all stakeholders 






students while at the same time holding all stakeholders accountable for the success of 
the ELL students in their school.  
The importance of establishing and developing a clear instructional vision and 
high expectations was also echoed in Christine Finnan and Henry M. Levin’s 1998 
report, Using School Culture To Bring Vision to Life.  They wrote, “Vision development 
is a critical part of the school process” and that “it is the vision that drives all future work 
in a school” (p. 1). Furthermore, according to Finnan and Levin, a clear vision which 
includes high expectations for all students “gives formerly unheard members of the 
school community a voice” (p. 1). The importance of establishing a clear vision that 
incorporates the voices of all stakeholders is one of the main goals of my change plan. 
Establishing a clear school vision that is inclusive and that brings focus to the needs of 
ELL students, especially those who are at risk, is crucial in creating change. As stated by 
Porter (2005), “Everyone involved— administrators, teachers, students, parents, and 
members of the community—need to develop a focused image of the goal and create a 
map that will lead them there together” (p. 22). In order to create change, the organization 
must formulate a shared outcome and must come up with shared goals to work toward 
attaining a shared outcome.  
A shared outcome depends upon the establishment of a shared vision over time. 
“Developing a shared vision is not an instant process, however. Superintendents and 
principals must dedicate the time and energy to become familiar with the idea” (Porter, 
2005, p. 22).  Developing a shared vision is not simply just about goals and outcomes. 






work through the effort of articulating that vision in a way that provides for shared 
understanding. As Wagner et al. stated, “Achieving a shared vision of what is good 
instruction is much more difficult than most people imagine” (2006, p. 29). Wagner et al. 
made the case that with a shared vision, “there are well-defined performance standards 
and assessments for student work at all grade levels” (2006, p. 29). Furthermore, Wagner 
et al. argued that along with well-defined performance standards and assessments for 
student work, a shared vision must also include a shared consensus of what good 
instruction looks like (2006). This is a primary basis for action. 
A shared vision incorporates a process that engenders respect for the perspectives 
of all stakeholders’ beliefs. Wagner et al. (2006) warned that “no robust improvement 
process can succeed without first respecting the fact that all practitioners in the system 
have their own beliefs about what constitutes good instruction” (p. 35). With the 
understanding that all practitioners in the system have their own beliefs about what good 
instruction looks like, leaders must begin a constructive dialog among their faculty about 
quality teaching. As a result of the constructive dialog about quality teaching, a sense of 
urgency must arise to sustain the momentum of the dialog and to develop a desire for the 
inception of a shared understanding. This takes time. Once there is a consensus among 
the stakeholders about the vision and a consensus concerning what good teaching looks 
like, the next step is to establish a system of accountability for this vision that will sustain 








Creating Explicit Accountability for the Progress of ELL Students 
When I think of accountability, I often think of a way to track whether someone is 
doing what they are supposed to be doing, but it is more than monitoring behaviors. 
Many educators have come to think about accountability as merely a means of 
management. The reality is that to make progress and sustain the progress for improving 
the education of ELL students, educators must think of accountability in a different way. 
Accountability should be thought of as a sense of responsibility that provides the 
empowerment to act for the improvement of the progress of all ELL students.  
This sense of responsibility and empowerment must not only be adopted by those 
who are dealing directly with ELL students, but it should be adopted by every 
stakeholder involved. Horwitz et al. (2009) suggested that “everyone is accountable for 
the academic attainment of these students—not simply ELL teachers and ELL 
department staff” (p. 2). In many cases ELL students are often thought of as being only 
the responsibility of the ELL teachers or ELL department, but the reality is that ELL 
students are the responsibility of all who are involved in educating children.  
Many in society have a negative attitude toward the education of ELL students 
and the educational programs that serve them. Furthermore, this negative attitude can also 
be exhibited by the attitudes of some educators toward teaching ELL students. According 
to Walker, Shafer, and Iiams (2004), “Societal attitudes about English language learners 
and the educational programs that serve them have become increasingly negative in the 
U. S. over the past decade” (p. 131). Walker et al. elicited evidence of societal attitudes 






Massachusetts, where voter referendums have banned bilingual education and negated 
ELL instruction to a single year of structured immersion” (p. 131). This type of negative 
attitude could influence school officials to hold off on any new initiative for improving 
the education of ELL students, and therefore, nothing is done and the status quo persists.  
Based on my professional experience and observation, to address problems with 
the education of ELL students and to create explicit accountability for their progress, 
educators must first dispel the notion that exists among many mainstream teachers that 
ELL students are solely the responsibility of the ELL teachers, paraprofessionals, or the 
ELL department. Rance-Roney suggested: 
We need to give ELLs access to the full resources of the school. One way to 
accomplish this is by creating cross-disciplinary school-wide teams that may 
include the ELL specialist, content-area teachers who teach English language 
learners, counselors who specialize in the needs of ELLs, key school 
administrators, and other staff. Such teams should have a common planning 
period and should meet regularly to align curriculum; plan integrated, cross-
content projects; address student concerns; and monitor student progress. School 
support staff (the librarian, social worker, technology leader, and so on) should 
attend some meetings to ensure that ELLs have access to an array of learning 
resources and services. (2009, p. 34)  
While providing ELL students with full resources for school is addressing part of 
the problem, all stakeholders must also be involved in developing a curriculum that is 






students, continuously monitors their progress, and provides continuous support for the 
education of ELL students. Wagner et al. (2006) call this process “Meeting About the 
Work,” and they asserted that “all adult meetings are about instruction and model good 
teaching” (p. 29). This means that in order to truly create explicit accountability for the 
progress of ELL students, all meetings must be about instruction and what good teaching 
looks like. These meetings should also incorporate a status report of the progress of ELL 
students and should also include the use of student data for tracking the progress of ELL 
students.  
Improving the Use of Student Data for Tracking the Academic Progress of ELLs 
 No Child Left Behind (NCLB) data tracking became one of the most powerful 
and practical ways to measure student progress. The use of data for tracking the progress 
of students and schools became synonymous with school reform. It became common 
practice for schools to build their vision, professional development, and curriculum 
around data, but the reality is that so much data is often presented to educators that they 
often do not know how to properly apply it to respond pedagogically. Heritage and 
Chang (2012) stated, “Prior work has suggested that teachers do not have a clear 
understanding about assessment for formative purposes” (p. 1). This confusion with 
understanding data by teachers and stakeholders is not due to a lack of competence or 
unwillingness to learn, but rather, it is due to the lack of experience, time, and resources 
availiable to truly disaggregate the data.  
In order for educators and stakeholders to fully understand what data are saying 






and how the data translate to progress for ELL students. There are two types of data used 
to monitor the academic progress of students, including ELL students: summative and 
formative data. According to Carnegie Mellon University’s Eberly Center for Teaching 
Excellence and Educational Innovation, summative assessment data are used “to evaluate 
student learning at the end of an instructional unit by comparing it against some standard 
or benchmark” (2015, para. 3). In contrast, formative assessment data are used “to 
monitor student learning to provide ongoing feedback that can be used by instructors to 
improve their teaching and by students to improve their learning” (Carnegie Mellon 
University, 2015, para. 1). In monitoring the academic progress of ELL students, 
educators must not only understand the type of data they are looking at to inform their 
instruction, but they should also understand which type of data will better serve them in 
order to respond pedagogically.  
In my professional experience and through my research it has become evident that 
since the inception of NCLB, schools have focused on using data to monitor and predict 
the progress or projected progress of students (U. S. Department of Education, 2006). 
The type of data used to measure the progress of students, including ELL students, has 
been in the form of summative data which often derive from high-stakes assessments 
such as the state standardized tests, benchmark tests, and others like the SAT (formerly 
known as the Scholastic Aptitude Test, then the Scholastic Assessment Test, then the 
SAT Reasoning Test) and the ACT (formerly known as American College Testing). 
These assesments only measure the progress over a period of time –  every quarter, 






Part of the problem as to how educators use data to track the progress of ELL 
students is that they focus on the wrong type of data (Militello et al., 2013, p. 110). 
According to Payán and Nettles (2007), “Formative assessments are used to assess 
student skill acquisition developmentally, in ways that can be used to help teachers 
understand how and what their students are learning, and adjust their instruction to their 
students’ learning needs” (p. 12). This means for educators to improve the use of data for 
tracking the academic progress of ELL students, formative data must be used to guide the 
instruction for ELL students. This is supported by Heritage and Chang (2012) who stated 
that “Assessment for formative purposes operates at a micro level and provides finer-
grained data to inform decisions that are more proximate to immediate teaching and 
learning than data for summative purposes, which generally covers a more extended 
period of learning” (p. 2). Although formative data can provide a clearer picture of the 
academic progress of ELL students, the data will not help improve the tracking of the 
academic progress of ELL students without teachers receiving professional development 
to respond in a pedagogically effective manner.  
Incorporating Teacher Professional Development to Improve the Instruction of ELL 
Students 
In my experience of over a decade and a half of teaching, I have noticed a theme 
regarding professional development (PD). Professional development is often conducted 
for a school-wide purpose to meet certain directives and often are not applicable to the 
real needs of the students who are most in need. PD often serves two purposes: to meet a 






conversation, even at schools with established Professional Learning Communities 
(PLC’s), are driven by the school’s overall agenda rather than by the formative student 
data. 
The first step toward incorporating teacher PD to improve the instruction of ELL 
students is to develop a model of professional development focused on the learning needs 
of the students and what good teaching looks like. Wagner et al. (2006) suggested that 
“Professional development is primarily on-site, intensive, collaborative, and job-
embedded, and it is designed and led by educators who model the best teaching and 
learning practices” (p. 31). The focus for PD should be on the teaching and learning 
aspect of education rather than bureaucratic business of education. Focusing on the 
teaching and learning aspects of education can then bring attention to supporting the 
pedogogical development and capacity of the adult learners (teachers). Drago-Severson 
(2009) agrees stating, “Supporting adult learning across the system will enable all to meet 
more effectively the implicit and explicit demands of leadership, teaching, learning, and 
life” (p. 4). By supporting adult learning through relevant and data focused PD, school 
leaders can better meet the demands for improving the instructions of ELL students.  
Professional development (PD) that is supportive of adult learning and is focused 
through the use of revelant data is one component to improve the instruction of ELL 
students. Wagner et al. (2006) stated, “Professional development activities must be 
aligned to a few carefully chosen improvement priorities that are informed by and 
monitored with data” (p. 26). Effective PD that will enhance the instruction of ELL 






data being used. One way to achieve meaningful and productive PD embedded with the 
goal of improving instruction for ELL students is to create a culture of Professional 
Learning Communities (PLCs). 
School leaders should provide guidance, resources, and continous training on how 
to properly use the PLC model. According to Vescio et al. (2008), school leaders must 
develop a “learning community that would strive to develop collaborative work cultures 
for teachers” (p. 81). They asserted that PLCs are grounded in two assumptions, the first 
being,  
Knowledge is situated in the day-to-day lived experiences of teachers and best 
understood through critical reflection with others who share the same experience 
– and the second assumption is that actively engaging teachers in PLCs will 
increase their professional knowledge and enhance student learning. (p. 81)  
The framework for having a successful and effective PLC that is focused on 
improving the instruction of ELL students is to understand that teacher knowledge comes 
from the day-to-day lived experiences that lead to critical reflection with others who 
share the same experience. Actively engaging teachers in meaningful and revelant PLCs 
will increase professional knowledge while enhancing student learning.  
As an organization begins to shift from traditional PD or begins to transform the 
approach of the PLC concept, leaders must establish the characteristics that make 
effective and functional PLCs successful. According to Vescio et al. (2008), successful 
PLCs have five essential characteristics that drive the success of the PLCs. These 






• Shared values and norms must be developed with regard to such issues as the 
group’s collective ‘‘views about children and children’s ability to learn, 
school priorities for the use of time and space, and the proper roles of parents, 
teachers, and administrators” 
• A clear and consistent focus on student learning 
• Reflective dialogue that leads to extensive and continuing conversations 
among teachers about curriculum, instruction, and student development  
• De-privatizing practice to make teaching public  
• Focusing on collaboration (p. 81) 
The themes around these five characteristics for successful PLCs are centered on 
student and adult learning. These guiding principles are the base for creating and 
establishing a PLC culture that is guided by the focus on student learning and teacher 
growth. Just like any well-built structure, PLCs must not only have a solid foundation, 
but they should also include pillars of support to maintain the structure erected.  
According to a report by the Australian Department of Education and Training 
(Department of Education and Training, 2005),  
Effective professional learning focuses on developing the core attributes of an 
effective teacher. It enhances teachers’ understanding of the content they teach 
and equips them with a range of strategies that enable their students to learn that 
content. (p. 4)  
Along with a solid base, PD must also include pillars to support the structure and to 






on the improvement of instruction for ELL students, there must be a support system that 
will uphold the principles of a successful PLC. According to the report by the Australian 
Department of Education and Training, these pillars must uphold the guiding principles 
of PLCs while working toward the goals for student learning and teacher professional 
learning (Department of Education & Training, 2005). These pillars (elements), as 
described by the report are: 
• induction for teachers new to the school 
• use of multiple sources of feedback on teacher effectiveness for individual 
teachers and teams of teachers 
• customized individual teacher development plans based on individual 
development needs 
• quality professional development to meet individual development needs 
• belief by teachers that the school has a performance and development culture 
(p. 6) 
These pillars of support all play a crucial part in improving teacher development 
to improve student learning. The first pillar, induction for teachers new to the school, 
consists of providing a support system for new teachers that will help them get 
acculturated to the art and science of education as it relates to their individual setting. 
School leaders must provide new teachers with a support system that will provide the 
necessary resources they need to be effective. The second pillar, use of multiple sources 
of feedback on teacher effectiveness for individual teachers and teams of teachers, 






that will help them grow as adult learners. The third pillar, customized individual teacher 
development plans based on individual development needs, consists of providing 
professional development for teachers based on their developmental needs rather than a 
one-size-fits-all approach to professional development. The fourth pillar, quality 
professional development to meet individual development needs, echoes the second pillar 
of not only providing valuable and relevant PD, but also providing teachers with quality 
PD that reflects the interest of the teachers. The fifth pillar, belief by teachers that the 
school has a performance and development culture, is built around the idea that a school 
is viewed as a learning environment for all stakeholders and that the culture of the school 
supports that notion.   
Definition of Terms 
Some of the following terms I used specifically to address certain areas or themes 
of my research.  Some of these terms are known among the educational world but used in 
different variations.   
Native Speakers of English - The term native speaker can be used to describe 
someone who was born in a particular country and was raised to speak the 
language.  As pertains to native speakers of English, it is someone who was born 
in the United State in a household that only speaks English. (Merriam-Webster, 
Incorporated, 2014b)  
ELL/ESL/ESOL - ELL is an acronym used in education to describe an English 
Language Learner, or someone learning English who has not yet mastered the 






Language, which is the study of English by nonnative speakers in an English-
speaking environment. ESOL stands for English for Speakers of Other 
Languages. ESOL is used to describe English taught to people whose first 
language is not English but who live in an English-speaking country and need 
English to communicate in daily life. (Fleischer, 2021) 
Professional development (PD) - Professional development is used in education in 
reference to a wide variety of specialized training, formal education, or advanced 
professional learning intended to help administrators, teachers, and other 
educators improve their professional knowledge, competence, skill, and 
effectiveness. (The Glossary of Education Reform, 2021b) 
Professional Learning Communities (PLC) - A professional learning community 
is a group of educators that meets regularly, shares expertise, and works 
collaboratively to improve teaching skills and the academic performance of 
students. The term is also applied to schools or teaching faculties that use small-
group collaboration as a form of professional development. (The Glossary of 
Education Reform, 2021b) 
Conclusion 
Through the key themes that emerged during my research, it was my intention 
that through my Change Leadership Plan, I would be able to assist in bringing about the 
change necessary to develop a school-wide focused attention on addressing the needs of 
ELL students for improving the graduation rate of ELL students. Gathering information 






substantial resource upon which to build a solid framework for educational change.  It 
was my hope that with more research and data from surveys, interviews, and school 
achievement data I would solidify my effort to inspire a change initiative for closing the 









Chapter Seven: Assessing the 4 Cs (As Is) 
In this chapter I will use the lens of 4Cs As-Is diagnostic tool (Wagner et al., 
2006) to better explore the change needed at the school under study.  I researched the 
stated problem through observations, document analysis, and surveys with hopes to gain 
a better perspective to advocate for the school’s ELL population as well as to become a 
more effective leader within my organization.  As I explored the change needed, I 
actively observed personal biases, competencies, leadership styles, and leadership 
journeys that had molded the school setting.   
Context 
As previously mentioned, the context revolved around the problem with the low 
graduation rate for ELL students. The graduation rate for the school under study was at 
91% for the whole school, but when the assistant principal and I reviewed the data by 
subgroup, it became evident that there was a gap between ELL students’ graduation rate 
at 77.8% and that of the entire population of seniors at the school. There was a noticeable 
graduation gap of 13.2 percent between ELL students and non-ELL students. Out of the 
3,231 students at the school under study, 1,592 of them were Hispanic, making the school 
almost 50 percent Hispanic. The total population of ELL students at High School A was 
662, and out of those, 100 or less were of Asian origin, making Hispanics the majority of 
the ELL population at over 93%, according to the state’s department of education 
(Citation withheld to protect confidentiality).  The gap between the two groups was 
alarming because of the high population of Hispanic students at the school (Citation 






Gándara and Contreras (2010) commented that “The United States faces an 
unprecedented challenge. The largest and fastest growing minority group in the nation — 
Latinos — are performing academically at levels that will soon put the entire society at 
risk and consign these young people to a permanent underclass” (p. 1).  If, indeed, it is 
the responsibility of educators to provide every student with the opportunity to have a 
successful path toward graduation, regardless of their socioeconomic status, cultural 
background, or demographics, then educators must pay closer attention to the educational 
needs of our ELL students.  Although ELLs are not exclusively Hispanic, it is safe to 
argue that since Hispanics are the largest and fastest growing minority group in the nation 
and educational system, they would also be one of the largest groups represented under 
the ELL umbrella.  
The next factor that contributed to the context of the problem was the little 
attention educators gave to the core competencies required of ELL students to pass the 
state required exams or receive a concordant score on other high-stakes tests such as 
American College Testing (ACT), Scholastic Aptitude Test (SAT), or Postsecondary 
Education Readiness Test (PERT).  ELL students were often exited from the English for 
Speakers of Other Languages (ESOL) program based on guiding criteria set by the state 
and placed in mainstream or general education classes once they could functionally speak 
and communicate in English. Once they were placed in the mainstream classes, educators 
expected the ELL students to be able to comprehend the material being taught at the same 
level and pace as their native English-speaking counterparts.  This misconception that 






the same rate or level as their counterparts often led to the lack of attention to ensuring 
that ELL students truly comprehended what was taught in order to be adequately 
prepared to be successful on the state’s high-stakes test.  
Culture 
The culture of an organization is often defined by the behaviors and norms of that 
organization (Shafer, 2021). Those behaviors and norms are direct results of the actions 
or inactions of the people within that organization.  Douglas B. Reeves (2009) in his 
book, Leading Change in Your School, defined culture as reflected by “the behaviors, 
attitudes, and beliefs of individuals and groups” (p. 148). The culture at the school under 
study was defined by the goals of the school and the district. The focus was on the 
external perception of the school and the district. The primary problem with the school 
culture was that it revolved around the school grade that was assigned by the state’s 
department of education based on the state standardized test scores and other factors, as 
well as the number, size, and performance of Advance Placement (AP) classes.  This 
utopian approach to culture took away from other parts which made the school whole.  
The school grade had become the ultimate educative goal; therefore, educational leaders 
placed weight on those contributing factors (number of AP classes in which students 
were enrolled and the number of students who passed the AP exams, as well as students’ 
performance on the state’s high-stakes test) that directly had an impact on the overall 
school grade. This phenomenon created a culture of tunnel vision that placed a significant 






The next problem with the school culture related to ELL students was that there 
was no clear priority on improving ELL students’ competencies to pass the required state 
high-stakes test or its equivalent in order to graduate. School leaders placed a high level 
of emphasis on making sure that AP students were provided with the resources including 
AP trained teachers, AP course materials, after school AP study sessions, and progress 
monitoring necessary to be successful on their AP exams, whereas the improvement and 
remediation of ELL students’ competencies to pass the required state standardized test 
was often not even addressed. Many times, the responsibilities to help ELL students pass 
the state standardized test was left to the ESOL compliance administrator, three 
paraprofessionals, and the students’ ESOL reading and math teachers who served only 
those ELL students who were still in the ESOL program.   
The problem with this approach was that often ELL students were exited out of 
the ESOL program (seven years maximum) and were placed in mainstream classes with 
minimal support if any. Since the school population was nearly 50% Hispanic, there were 
many students who fell under the ELL category but were not provided with any 
additional support. This ultimately led to my final point on the school culture: once an 
ELL student was placed in general education classes, educators assumed that the ELL 
student could comprehend the English language, and no additional support was given 
even though it was often needed. Ultimately, to change an organization, the hearts, 
minds, behaviors, norms, and attitudes of those within the organization must be changed.  
As Reeves wrote, “Although cultural change is challenging and time-consuming, it is not 







Wagner, et al. (2006) described conditions, one of the 4Cs, as being “the external 
architecture surrounding student learning, the tangible arrangements of time, space, and 
resources.” (p. 101). The conditions under which the school under study was operating 
were not conducive to improving the graduation rate among ELL students. The first 
condition that was contributing to the problem was there was no common set of protocols 
for identifying or addressing the needs of ELL students. There were many monitoring 
tools being used to address or identify the needs of students, but no specific system in 
place to identify the needs of ELL students, specifically those ELL students who were 
considered at risk due to insufficient credits, low grade point average, or had not passed 
the state standardized test. This led to the next condition that was contributing to the 
problem, little class time to implement remediation strategies with fidelity. Often when 
the strategies were used, they were used incorrectly.  This could be attributed to the lack 
of time, but more importantly, to the lack of professional development in the proper use 
of remediation strategies for ELL students.   
The remaining conditions were those which could be considered external in 
nature. These conditions were class sizes too large for individual student attention, a lack 
of building-level support for the needs of ELL students, and too many directives from 
district and building administrators. I considered these conditions as external because 
they were all conditions that were controlled from outside of the classroom. A Senate Bill 
was passed by the legislature into law in the state of the school under study and declared 






math, English, science, and social studies in the state’s public schools. Beginning with 
the 2010-2011 school year, the maximum number of students in each core class was 25 
(state department of education, 2015; Citation withheld to protect confidentiality). Class 
size was still a problem for the education of ELL students because even with 25 students 
in the core classes, the teachers were still not able to provide the focused individual 
attention needed for struggling ELL students to fully comprehend what they were 
learning; therefore, often leading those ELL students to just comply.   
The conditions of lack of administrative support for addressing the needs of ELL 
students and too many directives from building and the district leaders were conditions 
that could be addressed through the vision and mission of the district and the school. In 
my professional experience in over a decade and a half in the education profession, I had 
witnessed, and taken part in many initiatives pushed down from the state or district levels 
to school administrators and teachers. These initiatives often started as good faith efforts 
to address a need, but often were converted into directives after they had been introduced.  
These conditions affected the overall educative learning experience of every student due 
to the lack of the establishment of a clear vision and mission. The lack of building leader 
or district administrator support for addressing the needs of ELL students had a negative 
impact because it restricted resources including time, money, and professional 
development needed to help ELL students stay on track to graduate. 
Competencies 
          Competency is simply defined by the Merriam-Webster dictionary as “an ability or 






repertoire of skills and knowledge that influences student learning” (p. 99).  I define 
competencies as the ability to do something well with the resources and skills available.  
Educators often feel that for most part they do the best with what they have or what is 
provided for them. Competencies are often measured on an individual basis and are often 
based on the opinions of those in charge as to what an individual is competent on.  On the 
other hand, an organization’s competency level is often measured by the perception that 
every member of the organization possesses or lacks the skills or abilities that contribute 
to the level of success of the organization.   
 As an organization, the educators at the school under study, as a collective unit, 
lacked some key competencies that ultimately contributed to the level of instruction for 
improving the graduation rate of ELL students. These observed competencies were lack 
of ability among teachers not directly teaching an ESOL reading or math class to properly 
implement training and skills in teaching ELL students, inability of embedding the need 
to increase the graduation rate of ELL students into the school leadership vision, inability 
of non-ESOL teachers to intentionally address the needs of ELL students, and lack of 
ethics in grading ELL students. Although all certified teachers in the state under study 
were required to complete coursework on ESOL education methods and strategies, the 
reality for many non-ESOL teachers was that their original required coursework was as 
far as they went, often leaving them with antiquated strategies to use in teaching ELL 
students.   
 The next competency was the inability to embed increasing the graduation rate of 






it did not allow for school-wide attention on the needs of ELL students.  By not including 
the graduation rate of ELL students in the school mission, the leaders could not hold 
teachers accountable for the problems that persisted. If the focus on improving student 
learning did not address the individual needs of the minority groups in the school, then 
educators were only catering to the majority.   
This led to the next competency that teachers at the school under study were 
lacking, and that was the ability of non-ESOL teachers to effectively address the needs of 
ELL students.  In order for teachers to properly address the needs of ELL students, 
teachers needed to be provided with up-to-date professional development (PD).  
However, there was no site-based PD for teachers on the use and implementation of 
effective strategies to help improve the language comprehension level, and therefore, the 
learning level of ELL students.    
The final competency that I address was the lack of ethics in grading the 
assignments of ELL students. I noted from personal experience and through 
conversations with colleagues, there was a consensus that “it is easier to give an ELL 
student a grade, because there is no time to provide remediation.” In my experience, 
meeting the needs of ELL students was often considered to be additional work in a work 
environment that was already filled with an overflow of mandates and constant 
interruptions. On top of the daily demands for teachers including filling out student 
paperwork, answering emails, mandated professional development, answering phone 
calls, making phone calls to parents, and holding parent teacher conferences, teachers 






remediating struggling students as set forth by the lesson pacing timeline which dictated 
the number of days set to cover the standards-based lessons teachers had to teach in each 
chapter or unit. These additional core responsibilities that were added to the role of 
educators took away the teacher’s ability to provide quality individual support for 
struggling students including those not meeting the standards set forth by the curriculum 
which was measured in the End of Course (EOC) exams, and often the students who 
ended up struggling were the ELL students. For some teachers, it was easier to give a 
struggling ELL student a passing grade due to lack of resources (time) rather than 
accurately grade and then remediate the skills the students needed.    
Conclusion 
Educators have a moral and ethical responsibility to provide every student under 
their care with an equitable education. In order to address the problem of improving ELL 
students’ instruction for improving the graduation rate of ELL students at the school 
under study, a systemic approach toward addressing the problem must be taken.   
This means that in order to achieve my envisioned goal of a school-wide focused 
attention on addressing the needs of ELL students for improving the graduation rate of 
ELL students, I must address the 4 Cs (Wagner et al., 2006) as individual tasks that are 
interrelated.  If I want to address the context, then I must address the conditions.  If I 
want to change the conditions, then I must address the competencies that make the 
conditions. Finally, if I want to address the competencies, then we must change the 






have a positive and lasting impact on the students, the teachers, the administrators, the 







Chapter Eight: A Vision of Success (To Be) 
 For an organization to set achievable goals, they first begin with a vision of what 
the organization wants to be or where they want to go. As it relates to education and the 
school under study, educators must set achievable goals that derive from a shared vision 
which uses data driven conversations to create buy-in, generate movement, create, and 
celebrate small victories, and make the changes resulting from achieving the goals 
institutionalized but malleable. The ideal situation will include a school-wide focused 
attention on addressing the needs of ELL students for closing the graduation rate gap 
between ELL students and the rest of the school population. In the next subsections I 
elaborated on what a vision for success will entail as it relates to the 4 Cs, Context, 
Conditions, Competencies, and Culture (Wagner et al., 2006).  
Context 
 In an ideal educational setting, the school will include, as a part of their vision, a 
school-wide focus on addressing the needs of ELL students with intentional attention to 
working toward improving the graduation rate of ELL students. This setting will consist 
of an approach of data-driven, focused attention that will lead to remediation on core 
competencies ELL students will need to successfully graduate high school. By creating or 
establishing the context in which all educators at the school are invested, leaders can then 
establish the conditions for working toward the vision.  
Conditions 
 Once the proper context has been established by the organization or leadership, 






school under study, the conditions must include several components that will create the 
ideal environment for improving the graduation rate of ELL students. These conditions 
will include a common set of standards for identifying or addressing the needs of ELL 
students. This will allow for all involved in the education of ELL students to better 
understand, identify, and address their needs while following a uniformed structure that is 
consistent throughout the organization.  
 The next condition toward a vision of success for the school under study is to 
establish a school-wide support structure for addressing the needs of every student in an 
equitable manner. To achieve a focus on the education of ELL students, leaders need to 
ensure that the needs of every student at the school are met in an equitable, not equal, 
manner. This means that there must be constant intentional conversations, driven by 
qualitative and quantitative data, about the needs of all students. From those 
conversations a living plan of action needs to be established and put into motion.  
 For leaders and educators to be able to have the time to establish a successful 
support structure for addressing the needs of every student, they must have the time 
available to focus on differentiating the strategies and structures in place. This means that 
school leaders must be permitted to lead their school based on the students’ and school’s 
needs. School leaders are often focused on the mandates and directives from the state or 
school district leaders. This creates a hierarchy of priorities in which the directives often 
overshadow the work needed to be done at a school to address the needs of every student. 
As a result, subgroups such as ELL students get placed on the back burner. At the end of 






school based on the needs of their students will allow leaders to better focus their 
attention and time on meeting the needs of their students through the use and 
implementation of various strategies or structures.  
 The ideal structures that leaders will put in place to create the conditions for 
addressing the needs of ELL students include, but are not limited to, block scheduling 
and smaller class sizes. Block scheduling will allow teachers the necessary time to teach 
their lessons and use data to drive the use and application of instructional strategies to 
help move all students toward achieving their academic goals. Block scheduling will also 
allow administrators to better organize teachers to meet the needs of all students in the 
school under study. As a result of the implementation of a common set of standards, 
school-wide support for addressing the needs of every student in an equitable manner, 
reduced directives, block scheduling, and smaller class sizes, the school under study will 
have established the conditions to allow for uniform focus on developing the 
competencies necessary to drive and sustain change.  
Competencies 
 At the point at which the proper conditions have been set for the organization, 
leaders and educators can then begin the work of acquiring or developing the skills 
necessary to help improve the core competencies ELL students will need to successfully 
graduate high school. In addition to acquiring or developing skills necessary to improve 
the core competencies among ELL students, educators and leaders will need to make an 
intentional effort to include the education of ELL students, whether in a teacher’s 






Communities (PLC). As part of the intentional efforts to include the education of ELL 
students in these ways, administrators at the high school under study will dedicate time 
during their data meetings to monitor the progress of at-risk ELL students.  
School administrators must also include the graduation rate of ELL students as 
part of the school’s yearly goals, not just on paper but also in action. Furthermore, to 
ensure accountability for the use and implementation of the competencies, all involved in 
the daily education of ELL students will be held accountable for providing ELL students, 
especially those who do not speak English or have limited English skills, with data-based 
monitoring strategies to address their individual academic needs.  Ultimately, to apply 
and implement the concepts and strategies conceptualized through the intentional and 
focused acquisition of the needed competencies, all involved must work together with a 
no blame understanding of addressing the needs of ELL students. Once there has been an 
organizational, intentional focus on addressing the needs of ELL students, then the 
organization will be able to move toward creating a new culture that will permit the 
change to become sustainable until the needs of the school change.  
Culture 
 Related to organizational change and the school under study, once the context has 
been established, the conditions have been set based on the context, and the competencies 
have been acquired and are applied, then the organization can move forward toward 
establishing a new culture. This culture needs to be based on the following: 
• Embedded focus on the needs of ELL students in the administrative team’s 






• Shared school ownership and understanding of ELL students’ achievement 
problems. 
• Clear focus by building administrators on improving the core competencies 
ELL students need to successfully graduate high school. 
• Continuous data driven support provided for ELL students.  
• PLCs that include conversations about strategies being used to support ELL 
students. 
Change often comes fast and unwelcomed, but that does not have to be the case in 
education. If educators take a measured, research-based, and tested approach, then 
making the necessary changes will not seem as daunting. By establishing a vision based 
on the needs of all students and having an intentional focus on addressing the needs of 
students in subgroups, such as ELL students, educators and leaders can formulate the 
context in which change is needed, establish the conditions in which change will occur, 
develop the competencies needed to make the change, and finally foster a culture that 
will intentionally focus on addressing the needs of ELL at-risk students in order to help 
them reach graduation.   
Conclusion 
As the school under study sets organizational goals based on a shared vision, all 
stakeholders must have input on the school’s shared vision. Furthermore, all stakeholders 
must be involved in researching the context of the problem using data, setting the 
conditions of the framework, establishing the competencies needed to achieve the goal, 






an intentional focus on those most at risk of not graduating. In conclusion, in Chapter 
Nine I discussed the suggested strategies and actions based on Kotter’s eight steps for 
leading change for making the changes necessary to address the needed organizational 







Chapter Nine: Implementing Organizational Change 
In this section I will bridge my “As-Is” and “To-Be” conceptualizations 
(Appendix A and B) through the lens of Kotter’s eight steps for organizational change, 
which consist of creating a sense of urgency, building a guiding coalition, forming 
strategic vision and initiatives, enlisting a volunteer army, enabling action by removing 
barriers, generating short-term wins, sustaining acceleration, and instituting change 
(Kotter International, 2021).  Using these strategic steps, I will explain where the 
organization under study should be if the strategies are successfully implemented. As for 
any organization seeking change, an analysis of the challenges the organization is facing 
must be the starting point. For an organization to drive efforts toward making the changes 
needed, the organizations’ leaders should frame their efforts around the idea of starting 
with the end goal in mind. In the following paragraphs I will identify research-based 
strategies and actions to help the organization promote and drive change. A chart 
representing the strategies and actions is available in Appendix E. 
Create a Sense of Urgency  
According to Kotter (Kotter International, 2021),  I must first create a sense of 
urgency. I will do so by having a frank conversation with the school’s principal. This 
conversation will revolve around the low graduation rate of ELL students, as well as the 
lack of or little attention on addressing the core competencies ELL students need to pass 
the state required exams or their equivalent. We will analyze the school graduation rate 
data in comparison to that of the ELL subgroup, standardized test scores, and 






are in place to help at-risk ELL seniors. After my frank conversation with the school 
principal, I will then share the guiding points from my conversation with the principal, 
such as the ones mentioned above, with the school’s leadership team in order to create 
buy-in and to build a guiding coalition. 
Build a Guiding Coalition 
Building a diverse guiding coalition is important because it is the core of the 
change process. A diverse guiding coalition consisting of leadership team members, 
guidance counselors, an ESOL compliance coordinator, and a teacher representative from 
core subjects will allow for diverse ideas and various perspectives on developing school-
wide focused attention on addressing the needs of ELL students for improving the 
graduation rate of ELL students. From the development and understanding of a school-
wide focus on addressing the needs of ELL students for improving the graduation rate of 
ELL students, a strategic vision can be conceived.  
Form Strategic Vision and Initiatives 
The guiding coalition will work to develop a strategic vision that is easy to 
understand, desirable, paints a clear verbal picture that is adaptable, practical, 
conceivable, and straightforward. The strategic vision will include a common set of 
standards for identifying or addressing the needs of ELL students and a school-wide 
support structure for addressing the needs of every student in an equitable manner. Once 
the guiding coalition has collaborated on developing a strategic vision revolving around 
meeting the needs of ELL students for improving the graduation rate of ELL students, 






Enlist a Volunteer Army 
When enlisting a volunteer army, the guiding coalition should be aware of what 
motivates those volunteers. The guiding coalition must be cognizant of what motivates 
the staff members and seize the opportunity to build excitement around the strategic 
vision. Then the guiding coalition can create an atmosphere in which volunteers want to 
be part of the change and not feel like it is another initiative that is being forced upon 
them. By providing stakeholders of the school with a reason and motivation to buy into 
the vision while giving them a choice to participate, step up and act on the initiatives, the 
volunteers will then take ownership of their contribution toward achieving the strategic 
vision. Furthermore, the guiding coalition should use the volunteers’ strengths to deploy 
initiatives and to implement strategies. Finally, and most importantly, the guiding 
coalition should acknowledge the efforts of the volunteers to keep them motivated and 
enlist more volunteers.  
 Enable Action by Removing Barriers 
As the organization’s volunteer army grows and is motivated, the next step is to 
deploy the volunteer army to act toward the goals of the vision. In order to facilitate and 
enable action, the guiding coalition will remove or minimize any barriers that may 
prevent the volunteers from executing or implementing the strategic vision. In the 
administrative team’s annual vision, the guiding coalition will embed focus on the needs 
of ELL students. This will keep the drive toward addressing the needs of ELL students as 
a yearly focus as opposed to a one-time initiative. Along with a yearly inclusion of 
addressing the needs of ELL students, the coalition will also establish a shared school 






be a clear focus by building administrators on improving the core competencies ELL 
students will need to successfully graduate high school. A data driven support structure 
will be in place to provide support for struggling ELL students. Furthermore, Professional 
Learning Communities (PLCs) will have purposeful conversations about strategies being 
used to support ELL students and whether they have been effective or not. Finally, the 
guiding coalition will consider creating smaller class sizes or creating a co-teacher 
structure. If these strategies or approaches are incorporated, then the coalition will be able 
to set the stage for generating small wins along the way.  
Generate Short-Term Wins 
When we think of winning, we often associate it with the end, finished, or 
accomplished and sometimes absolute, but the reality is that we have small wins every 
day in every aspect of life, and that is what keeps us going. As it relates to organizational 
change, generating short-term wins is crucial to the success and sustainability of change. 
The guiding coalition will generate short-term wins by gathering, classifying, and sharing 
results and celebrating the small wins. This in turn will generate momentum that will 
drive the push toward making the vision a reality. The short-term wins created must be 
relevant, they must have meaning and purpose, and they must be replicable.  
Sustain Acceleration 
If the wins are replicable and the methods used to achieve those wins are 
effective, then it will make sense to keep the momentum going. In order to sustain the 
momentum or acceleration, the guiding coalition will need to meet regularly with 






culture will be based on standards of behavior and collective values. This means that 
norms and expectations will be established and uniformed for new members of the 
organization to be able to seamlessly assimilate to the established culture of the school. 
The guiding coalition will continue to remove barriers as new ones come up in order to 
sustain or accelerate change. 
Instituting Change 
The last part of Kotter’s eight steps for change (Kotter International, 2021) is one 
of the most important components, making the change stick or instituting change. To 
institute change, the guiding coalition must have a structure in place to ensure that new 
stakeholders can easily assimilate to the school culture. As a result of the proper 
implementation, all standards and expectations that are identified in the Vision of Success 
will be evident at this point, and all stakeholders will be able to see that the new approach 
is more effective than the old. Furthermore, it will be evident that all teachers develop 
and continue to increase their knowledge and understanding on how to improve the core 
competencies ELL students will need to successfully graduate high school. As part of 
instituting change, the coalition will dedicate time during their data meetings to monitor 
the progress of at-risk ELL students as well as include the graduation rate of ELL 
students as part of the school’s yearly goals. As a result of the implementation of 
strategies, all teachers will be held accountable for providing ELL students, especially 
those who do not speak English or have limited English skills, with data-based 






administrators will work with teachers with a no blame understanding in addressing the 
needs of ELL students.  
Conclusion 
As I reflect on my Change Leadership Plan, I have determined that leading is not 
something one does in isolation. When leading an organization, leaders should be open to 
new ideas or approaches in addressing barriers as they try to institute change. The 
strength of an organization does not always come from the top down, and leaders should 
look for those who are willing to promote and invoke change for the purpose of achieving 
the goals set forth in the vision. As it relates to making organizational change, I have 
come to the realization that if we want to change the way an organization runs, we must 
allow all stakeholders to take ownership on helping make the change happen and we must 







Chapter Ten: Policy Advocacy Statement 
In an equitable educational setting, all stakeholders involved in the education of a 
child will be constantly working toward finding ways to provide every child, regardless 
of background or ability, with the best possible education that will lead them to become 
productive members of society. This will occur, specifically, by providing the resources 
and interventions necessary for at-risk students to successfully graduate from high school.  
Furthermore, the policies and guiding structures that are in place to address the needs of 
at-risk students must be revisited and revised to meet their needs. Stakeholders must 
advocate for change if the interventions, approaches, and policies are no longer effective 
in meeting the needs of the students they serve.  
Introduction to the Problem 
Relative to the findings of my research, I realized that the issue of ELL students 
not graduating at the same rate as their native English-speaking peers, and therefore 
creating a graduation rate gap, went beyond the support structures in place to address the 
needs of those ELL students at-risk of not graduating high school. The reality was that 
regardless of how many structures were put into place to help at-risk ELL students at the 
school or district level, the ELL students in the state under study still had to be able to 
pass a high-stakes test in a language that they are not yet able to comprehend in order to 
graduate high school. This often put ELL students who were not able to pass the 
mandated high-stakes test, regardless of whether it was the state test, American College 
Test (ACT), Scholastic Aptitude Test (SAT), or Postsecondary Education Readiness Test 






but could not graduate because they had not passed the state test or produced a 
concordance score from an alternative test.  
I became aware of this inequity when I was seeking administrative experience 
during the completion of my Educational Specialist (EdS) degree, but once I started 
learning more about the task at hand, closing the graduation gap between ELL students 
and their native English-speaking peers, I realized that advocating for a change was a 
perfect cause to take on.  I must disclose I had a strong connection to this topic since I 
once was an ELL student. I also had a unique perspective on this topic because I taught 
many ELL students. Therefore, from a personal aspect, the reason I chose this focus to 
advocate was because I wanted to ensure ELL students had an equitable opportunity to 
successfully graduate high school.  
This issue is one that was important to not only the faculty, staff, and 
administrators of the school under study, but also to students, parents, and community 
stakeholders. The fact there was a graduation gap between ELL students and their native 
English-speaking peers was a concern that went beyond the classroom. This concern 
made the issue of the graduation gap between at-risk ELL students and native English-
speaking peers important to all stakeholders. This was important to the stakeholders 
because students wanted the opportunity to graduate, parents wanted their students to 
graduate so they could pursue a career, and the community wanted their students to 
graduate so they could, in turn, pursue a career and then come back and contribute to the 








The critical issue revolved around the low graduation rate for ELL students 
because of not being able to pass the required high-stakes state test or receive satisfactory 
concurrent scores on another high-stakes test. During my research of the high school 
under study, High School A, a noticeable graduation gap between ELL students and 
native English-speaking students was evident. The graduation rate for High School A for 
the 2012-2013 school year was 91%, with 76% of at-risk ELL students graduating 
(Citation withheld to protect confidentiality).   
The gap between the two groups was alarming because the population of the 
school was nearly 50% Hispanic (Citation withheld to protect confidentiality). As 
Gándara stated,  
The United States faces an unprecedented challenge. The largest and fastest 
growing minority group in the nation — Latinos — are performing academically 
at levels that will soon put the entire society at risk and consign these young 
people to a permanent underclass. (2010, p. 1) 
If indeed it is the responsibility of educators to provide every student with the opportunity 
to have a successful path toward graduation, regardless of their socioeconomic status, 
cultural background, or demographics, then educators must pay closer attention to the 
policies guiding the education of ELL students.   
It is the responsibility of educators to advocate for all students, especially those 
students who are often underrepresented. Ultimately, the root of the issue I selected to 






This has proven to be a problem for many students and has created an achievement gap 
between ELL students and other students. This problem of high-stakes tests for ELL 
students is further supported by Ronald W. Solórzano who said, “High stakes tests as 
currently constructed are inappropriate for ELLs, and most disturbing is their continued 
use for high stakes decisions that have adverse consequences” (2008, p. 260). These 
adverse consequences are often not blatantly evident, but they ultimately can have a 
major impact on the academic and societal prospect of success for ELL students.  
One of the primary issues with using high-stakes tests for ELL students as a 
requirement for graduation is that the tests are developed in a way that does not align 
with what an ELL student may be able to comprehend. Furthermore, according to 
Solórzano, “The extended use of standardized tests to make high stakes decisions with 
regard to student placement, graduation, and promotion raises some fundamental issues 
relative to students, in general, and English Language Learners (ELLs), in particular” 
(2008, p. 260). The fact that the use of high-stakes standardized tests raises issues for 
native English speakers should be an indicator as to how much more difficult it is for a 
non-native English speaker who must not only learn the English language, but also 
understand the curriculum being taught in English, and then pass a test written in English 
that ultimately determines whether they will graduate high school. As it stands, in the 
state under study, ELL students are required to pass the state’s high-stakes standards test 
or meet a concordance score on another high-stakes test to graduate high school.  
There are no alternatives to these tests that are aligned with the level of 






and may be able to do well in their classes, the student may not have a level of 
comprehension in the English language needed to be able to master the concepts 
presented on a high-stakes test. The only option for the ELL student is another high-
stakes test. Unlike a student in the Exceptional Student Education (ESE) program who 
has testing accommodations on the state’s high-stakes tests to match the accommodations 
the student receives in classes, the ELL students are only allowed extra time and the use 
of a native language to English dictionary, no matter what accommodations they received 
in classes. In the next section, I will recommend a policy change in hopes to address one 
of the inequities embedded in the public school system as related to ELL students.     
Recommended Policy 
When it comes to the education of ELL students, equal does not mean equitable.  
Just because the same curriculum, books, teachers, and resources provided to native 
English speakers are also provided to ELL students, it does not mean that the ELL 
students are at the same comprehension levels as their native English-speaking peers. In 
education, a one-size-fits-all approach is often the most convenient but not the most 
effective approach. As related to ELL students and high-stakes testing requirements for 
graduation, educators must find an alternative, more effective way to measure and for 
students to exhibit the level of academic content mastery required to graduate high 
school. Furthermore, educators must use a tool that effectively shows the progression of 







An alternative to the use of high-stakes tests is a student assessment portfolio. An 
assessment portfolio is defined by the Great Schools Partnership (2021) as follows:  
A compilation of academic work and other forms of educational evidence 
assembled for the purpose of (1) evaluating coursework quality, learning progress, 
and academic achievement; (2) determining whether students have met learning 
standards or other academic requirements for courses, grade-level promotion, and 
graduation; (3) helping students reflect on their academic goals and progress as 
learners; and (4) creating a lasting archive of academic work products, 
accomplishments, and other documentation (Great Schools Partnership, 2021, 
Portfolio, p. 1).   
An assessment portfolio can be designed to provide a more accurate evaluation of the 
students’ growth and mastery as well as to evaluate knowledge gained or skills developed 
in any content area. An assessment portfolio for each student can be created based on the 
skills and standards measured on the state’s high-stakes test. This will give all 
stakeholders involved in the education of ELL students a more accurate overview of the 
growth and mastery levels of the student. The portfolio will also allow for a more 
immediate intervention approach to help the student achieve a level of mastery and 
growth adequate to satisfy the state requirement for graduation. Ultimately, there must be 
an alternative to the one-size-fits-all approach of high-stakes testing, and a student 
assessment portfolio is a superior and more accurate way to measure the growth and 








As a result of allowing assessment portfolios for ELL students to replace the 
state’s high-stakes test, stakeholders will create a more equitable system. The new system 
of using portfolios will give ELL students a better chance of graduating high school by 
removing an equity barrier and allowing ELL students to demonstrate growth and 
mastery over the course of their high school years. Assessment portfolios, in place of the 
state’s high-stakes test, will result in a more accurate demonstration of the ELL students’ 
learning and achievement in comparison to a single, once a year test score. Stakeholders 
will better assess the true growth and mastery level of the ELL students through the 
course of the school year and adjust, remediate, or put support programs in place to help 
the students demonstrate growth and ultimately mastery. The ultimate envisioned effect 
for the policy change I am seeking is to provide an alternative for ELL students to the 
high-stakes state test required to graduate from high school.  
Goals of the Policy 
The goal of the policy allowing assessment portfolios for ELL students in place of 
the state’s high-stakes test is to provide all high school ELL students an equitable 
opportunity to graduate high school. Providing an alternative to the high-stakes state test 
will create equity for ELL students regarding this requirement to graduate high school.  
Objectives of the Policy 
The objective of the policy is to allow for a more equitable way for stakeholders 
to evaluate ELL students’ academic growth and mastery over the course of the high 






The portfolios will allow stakeholders involved to adjust, remediate, or put support 
programs in place to help the ELL students demonstrate growth and ultimately mastery. 
 The goal of the state under study in using high-stakes tests is to measure 
educational gains and student progress. If the overarching goal is to ensure that all 
students are prepared for life after high school, whether it is work, trade school, 
community college, or university, and the objective is to prepare them with the tools and 
education necessary to critically approach problem solving, then educators and leaders 
must adopt the necessary changes to the current graduation requirement to ensure a more 
just and equitable education for ELL students. The use of an assessment portfolio in the 
place of high-stakes tests should be a more authentic and responsive way to evaluate 
growth and mastery. 
Stakeholders Related to the Policy 
At the center of my advocacy for a change in the policy are English Language 
Learners (ELLs). ELL students are the most affected by the state’s graduation 
requirement of passing a high-stakes standardized test or receive a concordant score on 
another high-stakes standardized test in order to graduate (Bronwyn, 2002). By changing 
the policy to permit the use of assessment portfolios in place of the high-stakes state 
standardized test, ELL students will be provided with more opportunities to show growth 
and mastery.  
Unlike a once-a-year high-stakes standardized test, assessment portfolios provide 
ELL students with an opportunity to see their growth through the course of a school year. 






portfolio, the student can receive help on improving or remediating a skill during the 
school year rather than having to wait until the following school year. Alternatively, a 
once a year, high stakes, generalized test, with results released during the summer, has 
very little value in helping the ELL students reach the mastery necessary to receive a high 
school diploma.  
The stakeholders involved, such as teachers, counselors, administrators, and 
English for Speakers of Other Languages (ESOL) staff, need several things to be able to 
provide the necessary support for ELL students as it relates to the use of assessment 
portfolios in place of high-stakes tests. Stakeholders need to feel that the initiative they 
are pursuing is going to be supported by the other stakeholders involved. This means 
there needs to be a shared sense of ownership and responsibility when addressing the 
needs of ELL students. The next item they need is resources. Resources can come in the 
form of more people, materials, flexibility, professional development, and time. Such 
resources can include additional support staff, language development software, staff 
development trainings on the implementation of the new initiatives, and dedicated time 
for professional collaboration and planning.  
In order to ensure that the needs, values, and preferences of all stakeholders are 
met, the policy change must take into consideration what will be needed to achieve the 
goal of the policy and how the resources will be allocated to best serve the ELL student 
population at large. The stakeholders involved must individually evaluate their role in the 






ensure all the resources are available to help the ELL students demonstrate growth and 
mastery using an assessment portfolio.  
Rationale for the Validity of the Policy 
As a former ELL student and an educator with over a decade and a half of 
teaching various types of students including ELL students, I have observed the way 
educators have educated ELL students has been through a one-size-fits-all approach. 
Throughout the course of my academic life, as a student and as an educator, I have often 
noticed that students served in exceptional student education (ESE) programs receive 
accommodations and exceptions when required to take a high-stakes test. Those students 
under the ESE umbrella also benefit from various services and support throughout the 
course of the school year to help them be better prepared for the high-stakes tests.  
If accommodations can be made to meet the needs a subgroup of students and an 
alternative way to assess them can be used, then ELL students should be afforded the 
same equitable process. I would argue that if ELL students were afforded an equitable 
form of assessment, such as an assessment portfolio, in place of the state’s high-stakes 
test, the rate of successful completion of high school by ELL students will increase and 
ELL students will get more out of their educational experience. Dr. Sarah Elaine Eaton 
stated that “Portfolios offer innovative opportunities for English Language Learners 
(ELLs) to receive formative feedback that not only helps assess current achievements, but 
also documents developmental progress over time” (2015, p. 1). Eaton’s findings suggest 
that portfolios allow educators and ELL students to see the progress being made in real 






remediate, and improve on the standards-based curriculum. Furthermore, the usage of 
portfolios in language learning environments has piqued the curiosity of education 
researchers and organizations like the British Council and the Council of Europe which 
have begun to promote its use among language learners of all levels (Eaton, 2015, pp. 3-
4).  
 The policy for which I am advocating is not for ELL students to be exempt from 
meeting or exceeding the academic standards for graduating high school; rather, I am 
advocating for a way to meet the needs of ELL students in a more just and equitable 
manner. Solórzano (2008) concluded that “high stakes tests as currently constructed are 
inappropriate for ELLs, and most disturbing is their continued use for high stakes 
decisions that have adverse consequences” (p. 260). The effects and consequences of not 
passing a high-stakes test can have a lasting impact on ELL students beyond their high 
school years. I have seen the negative consequences of not passing the state’s high-stakes 
tests, as I have tutored many ELL students on test taking strategies to help them achieve a 
concordance score on another approved test to be able to graduate.  
As a result of not being able to receive a concordance score on another approved 
high-stakes test, I have personally seen a student not able to take advantage of going to 
college on a full-ride baseball scholarship. I have also taught many ELL students who 
took Advance Placement (AP) courses and did well in their classes but could not pass the 
state’s high-stakes test and had to graduate with a certificate of completion which did not 
allow them to apply for a post-secondary education. According to Solórzano, “The 






placement, graduation, and promotion raises some fundamental issues relative to 
students, in general, and English language learners (ELLs), in particular” (2008, p. 260). 
The use of high-stakes, standardized tests is a method to assess large numbers of students 
at once, but it does not provide a way to truly measure the progress and level of 
comprehension of ELL students. I would go as far as to suggest that high-stakes, 
standardized tests can be a detriment to the educational experience and progress of ELL 
students. If educators and leaders want to provide an equitable educational opportunity 
for ELL students, they must rethink the way we teach them and the way we assess them.  
Arguments Against the Use of Portfolio Assessments 
The modification, change, or replacement of any initiative in education often 
comes with resistance. The resistance to the implementation of a new initiative in 
education is often driven by the objections to certain parts of it and not the program or 
idea in its entirety. The use of assessment portfolios in place of high-stakes tests also 
comes with some added inconveniences that pertain to time consumption, uniformity, and 
grading reliability.  
The first argument presented against the use of assessment portfolios is that they 
are time consuming to develop and score, and they require additional materials. The 
argument that assessment portfolios are time consuming is a valid argument. Yes, they 
can be time consuming if a structure and system is not in place to monitor and manage 
the portfolios. The way to reduce the amount of time and negate the need for physical 
materials is to implement the use of an electronic portfolio with a template with all the 






The next argument against the use of assessment portfolios is that portfolios can 
differ from school to school, and district to district. Since assessment portfolios will be 
used in place of the state’s high-stakes test, the parameters and requirements of the 
portfolios, including the template, will be created and provided by the state’s educational 
leaders. The state’s department of education personnel will be responsible for providing 
all the resources to maintain a consistent and reliable process from start to finish. The 
funds for the needed resources are already allocated for ELL students through programs 
at both the federal and state levels. Some of the funds being appropriated for the testing 
of ELL students using high-stakes tests, could be used to provide the necessary tools for 
the use and implementation of assessment portfolios.  
The third argument against the use of assessment portfolios in place of the state’s 
high-stakes test for ELL students is that the portfolios cannot be evaluated with 
reliability. My rebuttal to this argument is that if the state’s department of education 
personnel oversee ensuring the accurate grading of essays on the state’s high-stakes test, 
then the state can use the same process to assess the assessment portfolios. The final 
evaluation of the assessment portfolios can be done by the ESOL branch of the state’s 
department of education. Just as it is done for Advanced Placement (AP) exams, the state 
can establish a group of educators to come together to evaluate the assessment portfolios 
using the interrater reliability approach. Interrater reliability is defined as the extent to 
which independent evaluators produce similar ratings in judging the same abilities or 
characteristics in the same target person or object (American Psychological Association, 






stakes tests; therefore, it can be used with fidelity to evaluate assessment portfolios in a 
consistent and equitable manner.  
 In conclusion, I am not suggesting that the use of an assessment portfolio in place 
of high-stakes tests is the perfect solution, but I am asserting that by revisiting the 
processes we use to teach ELL students and the tools we use to assess them, we can then 
develop and implement a better approach to helping ELL students reach a successful high 
school graduation. The only way that any change to the way we assess ELL students is 
possible, as it relates to high-stakes tests, is if an alternative way of assessing ELL 
students can be utilized, such as an assessment portfolio. An equitable education does not 
mean an equal education. ELL students require an equitable education in order to be 
afforded the opportunity to graduate High School And pursue a post-secondary 
education.  
Analysis of Needs 
 In this section I will introduce and discuss the areas of needs as they relate to the 
policy goal. I will provide a short description of the implications and policy 
recommendations. Finally, I will provide a breakdown of the areas of analysis as each 
one relates to the needs of ELLs and the policy.  
In my vision for this policy recommendation, school district leaders will propose 
an amendment to the State Statute allowing assessment portfolios for ELL students in 
place of the state’s high-stakes test. School district leaders will work toward creating a 
more equitable system that gives ELL students a chance at graduating high school by 






mastery over the course of their high school years through the implementation, use, and 
monitoring of ELL students’ assessment portfolios. Such a change requires substantive 
review of the needs associated with the recommendations. The following analysis of 
needs begins to address such a consideration of needs. 
 When it comes to public education, there are constant areas of needs in order to 
improve the educational experience of all students. To properly appropriate resources, we 
must conduct an analysis of the needs. In the following sections I will provide an analysis 
of the following topics: educational, economic, social, political, and moral and ethical.  
Educational Analysis 
When I began my study, the graduation rate for ELL students at the school under 
study was well below their native language speaker peers. Improving the graduation rate 
among ELL students by breaking down the barrier of using high-stakes tests and 
replacing them with an assessment portfolio has the potential to increase the graduation 
rate of ELL students across the state. Emily Lynch Gómez stated that “Portfolios can 
provide a continuous picture of student progress, rather than a snapshot of student 
achievement that single-occasion tests provide” (1999, p. 3-4). By using an assessment 
portfolio tailored toward meeting the state standards requirement for graduation, teachers 
are able create lessons that target the learning needs of ELL students while having the 
ability and flexibility to create lessons in real time that can be applied toward the 
remediation or reteaching of a standard, concept, or idea.  
The benefits of using assessment portfolios as an alternative to the state’s high-






assessments. Additional components can also include writing samples that illustrate 
different genres; solutions to math problems that show problem-solving ability; lab 
reports demonstrating an understanding of a scientific approach; or social studies 
research reports demonstrating the ability to use multiple sources (Lynch Gómez, 1999). 
Economic Analysis 
The economic impact of a policy proposal to increase ELL students’ graduation 
rate by removing the barrier of the state’s high-stakes test and implementing the use of 
assessment portfolios in its place has many layers and ultimately benefits the school 
district, state, and society at large. The financial cost of implementing assessment 
portfolios in place of the state’s high-stakes test will be minimal regarding material 
resources. Assessment portfolios can be in digital form, also known as electronic 
portfolios or E-portfolios, and can be housed on cloud storage which is already provided 
to students. According to Eaton (2015), E-portfolios may include elements of both 
formative and summative assessments. This allows for diverse methods of monitoring 
ELL students’ progress and negates the necessity of physical materials.  
The implications of instituting assessment portfolios as an alternative to the 
state’s high-stakes test for ELL students can have a positive impact beyond the students’ 
secondary years. If ELL students are provided with an alternative way of demonstrating 
their understanding and mastery using assessment portfolios in place of the state’s high-
stakes tests, then they will have a more equitable opportunity of completing high school. 






secondary education. This, in turn, will yield an adult who is able to earn a higher salary 
than those who do not receive a high school diploma.  
Social Analysis 
Social impacts of a policy proposal to increase ELL students’ graduation rate by 
removing the barrier of the state’s high-stakes test and implementing the use of 
assessment portfolios in its place include strengthening relationships among stakeholders, 
creating more ways for students to connect with peers, teachers, and staff members, 
allowing ELL students to play a role in designing their education, and creating a more 
equitable path for ELL students to contribute to society. The use of assessment portfolios 
in place of the state’s high-stakes test will naturally allow for all stakeholders involved to 
form organic interactions with their ELL students by way of real time monitoring and 
communicating about the students’ progress. This, in turn, allows for the students to have 
input in their learning and creates a two-way communication between ELL students and 
stakeholders. By allowing ELL students to play a role in having ownership in what they 
learn, educators allow ELL students to take more control in their learning. As a result of 
the stakeholders’ (administrators, teachers, ESOL compliance personnel, and parents) and 
ELL students’ open communication about the students’ progress, ELL students will be 
able to better connect with their peers, teachers, and staff members about their 
educational needs.  
The true social analysis of this policy change can only be measured through active 
research, case studies, and observations over time. The reality of making this policy 






school. By providing ELL students with a more even playing field to achieve high school 
graduation, educators afford them the opportunity to create a path where they can become 
contributing members of society in a meaningful way.  
Political Analysis 
In order to adopt a policy change at the state level, those petitioning for the 
change must first present their case to the state’s board of education. According to the 
state legislature website, “The State Board of Education is the chief implementing and 
coordinating body of public education in the state except for the State University System, 
and it shall focus on high-level policy decisions” (Citation withheld to protect 
confidentiality). If the members of the state’s board of education agree with the policy 
change, then they have the power to adopt and implement “the provisions of law 
conferring duties upon it for the improvement of the state system of K-20 public 
education” (Citation withheld to protect confidentiality).   
Ultimately, what this means is that in order to advocate for the change of using 
assessment portfolios in place of the state’s high-stakes test, one must first be granted an 
opportunity to present the advocated policy to the state’s board of education. If the 
members of the board of education agree with the policy change, then they can present 
the changes to the existing policy to the comissioner of education and the state’s governor 
to introduce in the legislative sessions.  
The road for making such impactful change in the education of ELL students is 
not a smooth one. When advocating for any policy change in education, stakeholders 






educator with a decade and a half of experience in education, I can attest that education 
reform at any level, oftentimes seems to be more about the politics than what is best for 
the students we serve.  
Moral and Ethical Analysis 
The fact that the state under study has a built-in barrier for ELL students in the 
form of high-stakes state tests is a moral and ethical dilemma in and of itself. In her 
journal article titled “The Ethical Dilemmas of High-Stakes Testing and Issues for 
Teacher Preparation Programs,” Marshalita S. Peterson (2005) asserted that teachers are 
often put in the position of mediators between their students and the state-mandated 
standards of education. This creates a conflict as the teacher is left with the task of 
satisfying the state’s mandates for preparation of the state’s high-stakes test or taking the 
time to truly teach and remediate those students who may not grasp the concepts of the 
standards being taught. Because educators are limited on time, they often feel the need to 
teach to the test rather than teach for comprehension and understanding. This becomes an 
ethical dilemma.  
As a result of educators being limited with time and under the immense pressure 
of covering the standards tested on the high-stakes test, struggling students such as ELL 
students often get overlooked. This in turn leads to the perpetual cycle of ELL students 
taking and retaking the state’s high-stakes test with a goal of compliance and completion 
rather than comprehension and retention. The moral and ethical impact of changing the 






students to meet the state’s graduation requirement could lead to tremendous outcomes 
for the lives of ELL students.  
If an ELL student is given an equitable opportunity to graduate high school, then 
they will most likely contribute to society by becoming employed and earning more 
money after high school, have more job options, experience lower unemployment, join 
the military, or continue their education (Callahan, 2013). On the other hand, if an ELL 
student cannot graduate high school, they are more likely to encounter difficulties such as 
having a hard time getting a job, higher chances of needing government assistance, and 
higher odds of going to prison (Callahan, 2013). The moral and ethical implications of 
ELL students not graduating high school could potentially have a large societal impact as 
time progresses.  
Policy Implementation Plan 
The implementation of any new initiative is dependent on the planning, 
preparation, and support of the initiative. Since I am advocating for a policy change, it is 
important to note that the steps required to achieve the change in policy are steps that take 
time, effort, and resources from various stakeholders at every level. The task is not an 
insurmountable one and can be done. In the following paragraphs I will detail 
components of a general implementation plan for using assessment portfolios in place of 
high-stakes state tests for ELL students.  
Necessary Educational Activities 
The needed educational activities for the implementation of the use of assessment 






and their families about assessment portfolios, their purpose, their importance, and the 
portfolios’ structures and guidelines. Parents and families can attend voluntary 
workshops to learn about the assessment portfolio process and requirements. Since 
students enroll in school throughout the school year, these workshops will be available 
throughout the year, hosted and taught by the district’s ESOL department.  
The educational activities for the ELL students will be dictated by the structure 
and guidelines set forth by the state department of education as they do with high-stakes 
tests. Teachers will continue to include lessons that align with the standards; therefore, 
the educational activities for ELL students should remain the same as their peers, but 
with differentiated instruction to meet their needs and track their progress using the 
documentation to be included in the students’ assessment portfolios. Ultimately, no new 
educational activities will be added at the school level unless they are to differentiate the 
instruction in order to help ELL students better understand the standards covered.  
Professional Development Plans 
Professional development (PD) for educators is a central part of any new initiative 
and should be an ongoing activity throughout its duration. So often in education, when 
introducing a new initiative or change, teachers are blindsided and left out of the 
conversation of the implementation. For an initiative to be successful in its 
implementation, teachers should first be made aware of the benefits of assessment 
portfolios so that “they become convinced that it is an attractive alternative to their 
current testing system” (Lynch Gómez, 1999, p. 25). Those who have worked in 






week prior to the start of school for preplanning. During this time of preplanning, 
teachers are given an agenda with professional development activities. Teachers then 
attend those activities, where they are often overloaded with information on new 
initiatives and procedures. This happens throughout the week of preplanning and by the 
end of the week, everyone is burnt out with information overload. This approach to 
professional development is more of an approach for compliance rather than for use and 
application.  
 In order to ensure the implementation and use of assessment portfolios in place of 
the state’s high-stakes test for ELL students, the state educational leaders need to develop 
professional development around the structure, standards, and parameters of the 
assessment portfolio. Once the state has created professional development around the 
structure, standards, and parameter of the assessment portfolio, then they can assign 
professional development trainers from the state department of education to train the 
district trainers. The district trainers will then use the professional development lessons 
created by the state to train school-based teachers and staff on the processes and 
requirements of the assessment portfolios.  
Through the professional development opportunities, the teachers will learn how 
to embed portfolio assessment into their instructional programs, so they can plan for 
assessment opportunities as they plan their instruction (Lynch Gómez, 1999, p. 25). The 
professional development activities will be meaningful activities that include a 
description of the teaching strategies that lead students to take responsibility for and 






development will be relevant and applicable, providing strategies that teachers will be 
teaching, and it must include intentional efforts by teachers to lead ELL students to take 
onus for and reflect on their own learning. Finally, professional development will include 
the explicit explanation of the process of second language acquisition and its impact on 
learning.   
Timeframe 
An important goal of my policy change is for the change to become a permanent 
part of the process of educating ELL students by changing the requirement for graduation 
to a more equitable process. The time frame for the implementation of my policy change 
depends on the state department of education and its processes. I anticipate that the state 
department of education will need at least one year to develop professional development 
trainings, the structure for the portfolio, and align the standards with the standards 
measured on the state’s high-stakes test.  
After year one of creating the professional development structure and aligning the 
portfolio structure with the standards, then the state can move on to the next phase. In 
year two, the state will go live with the professional development during the summer, and 
each district will select a pilot school to pilot the use and implementation of assessment 
portfolios. Teachers, staff, and administrators at the pilot schools will be provided with 
state created professional development on the implementation of portfolios at these sites. 
The pilot sites will be monitored for the school year by the state, and at the end of the 






assessment portfolio program has been piloted and found to be effective, implementation 
of the program will begin at all high school sites throughout the state under study. 
By year three of the implementation of using assessment portfolios in place of the 
state’s high-stakes tests, the initiative will be fully implemented. At the end of the first 
year of state-wide implementation, all stakeholders will receive information about the 
results of the assessment portfolio in a timely fashion and in ways that “make the results 
meaningful to all, including teachers, students, parents, and other community members” 
(Lynch Gómez, 1999, p. 30). Finally, after results are provided with meaningful 
information, the state educational leaders will evaluate the effectiveness of the portfolio 
program and draw necessary conclusions. 
Program Budget 
Money, money, money is the name of the game when it comes to any new 
initiative for education. According to Millard, “The federal government provides grant 
funding to states through Part A of Title III to help ELLs with language acquisition and 
meeting content standards” (2015, p. 1). This means that the education of ELL students is 
partly funded by the federal government to assist states in meeting the educational needs 
of students. Although federal funding is crucial, it is often not enough.  
The financial burden of a policy change or implementation in education 
ultimately falls to the state as its’ responsibility to educate their citizens is embedded in 
the state’s constitution as determined in the 1973 case of San Antonio School District v. 
Rodriguez (National Conference of State Legislatures, 2021). The budget for the 






words, by implementing the policy change of using assessment portfolios in place of the 
state’s high-stakes test, the state will be essentially shifting the allocation of funds for the 
testing and education of ELL students to a more equitable and just format.  
The cost for using an assessment portfolio in place of the state’s high-stakes tests 
will not exceed what is already being spent on ELL education in the state under study. 
This means that the resources being used to provide ELL students with an education can 
be shifted to meet the needs of the policy change. For example, the state under study 
already has departments in place at the state department of education with personnel who 
oversee providing the resources and tools necessary for the education of ELL students. 
Those individuals at the state level can create, research, and develop the resources 
needed. At the district level, there are people and resources already in place to serve ELL 
students; therefore, they will just have to be trained on new procedures by state 
educational leaders which is something that is common practice. The district leaders will 
then use their trained human resources to train school faculty and staff.  
Progress Monitoring Activities   
In order to effectively evaluate the progress of the ELL students when using 
assessment portfolios, systems need to be in place. Benchmark monitoring of the program 
will take place at the end of each grading period. The district leaders will use state trained 
individuals from the district’s ELL department to evaluate the progress of students and 
the effectiveness of the program as related to ELL students making progress toward 
meeting the goals of the standards being taught. The district evaluators will provide 






demonstrate the school’s ELL students’ progress related to the state standards toward 
which they have been working. At the end of the school year, each district’s leaders will 
provide a report that includes all required parameters set by the state department of 
education in order to measure the success of the students and the program.  
The goal of this policy change is to provide ELL students with an equitable 
chance of reaching high school graduation. I am cognizant of the fact that if a change like 
this is to take place, the shell of a plan that I created above is only a template to guide 
educators toward providing ELL students with an equitable opportunity of graduating 
high school and becoming contributing and productive members of society.  
Concluding Impact Statement 
The 14th amendment of the United States constitution, ratified in 1868, declares 
in part: 
No State shall make or enforce any law which shall abridge the privileges or 
immunities of citizens of the United States; nor shall any State deprive any person 
of life, liberty, or property, without due process of law; nor deny to any person 
within its jurisdiction the equal protection of the laws. (Cornell University Law 
School, 2021, p. 1) 
As it relates to equitable or fair education for minority students, the 14th 
amendment of the U.S. constitution has served as a powerful tool in ensuring that 
educators are working toward a more equitable education for all. Historical precedence 
has been set through supreme court cases such as Plessy v. Ferguson (1896), Brown v. 






the inequities that minority students have faced and continue to face, but there is still 
work to be done (Wright, 2010). The goal of my policy advocacy is to improve the 
graduation rate of English Language Learner (ELL) students by permitting the 
implementation and use of assessment portfolios in place of the state’s high-stakes test to 
provide a more equitable educational opportunity for all ELL students. If educators 
reflect on what has led to impactful and meaningful changes in education, they can see 
that the pivotal points that allowed for those changes have derived from inequities in the 
way minority students have been educated.  
Since the early nineties, in my professional opinion, education has become more 
reliant on standardized tests to help guide the educational decisions made on behalf of 
students. This reliance on data to drive instruction has become a crutch for the 
educational system to lean on without having the need to rehabilitate and strengthen the 
areas that need improvement, meaning that instead of using the data from the high-stakes 
test to help guide instruction, educators have become reliant on the data as the sole source 
of information on how students are progressing.  
Furthermore, the more reliant the state education system has become on data from 
high-stakes tests, the less consideration is taken for the education of the whole child. 
What I mean is that high-stakes tests only measure academic achievement for students in 
certain subjects based on predetermined standards set by the state. This approach to 
measuring student growth forces educators to focus on what needs to be covered for the 
high-stakes test; therefore, depriving all children of a rich and enlightening educational 






students and students who fall under the exceptional student education (ESE) umbrella. 
This approach of using high-stakes tests as a deciding factor on which ELL students 
graduate high school can have a detrimental effect on the contribution to society for those 
who do not graduate.  
Change often derives from a need to improve, facilitate, or innovate. Making the 
change to using assessment portfolios as an alternative to the state’s high-stakes test is the 
appropriate and necessary step needed to move toward a more equitable approach. Using 
assessment portfolios will provide ELL students with an opportunity to become 
productive members of society and contribute to their community in a meaningful way.   
By making this change to the state requirement for graduation, the state 
department of education will be moving toward ensuring that the needs of all 
stakeholders involved are being met in a more equitable manner. While providing ELL 
students with an equitable opportunity to graduate high school, all stakeholders involved 
can assist in ensuring that the needs of ELL students are being met. Ultimately, those 
impacted most by this advocacy for the change in policy are the ELL students. By 
removing the barriers created by high-stakes tests through the use of assessment 
portfolios as an alternative, educators can ensure a path toward a more just and equitable 
education for ELL students.  As an outcome, ELL students will be able to have a fair 
chance at graduating high school and contributing to society in a more meaningful way. 
Imagine how many never fulfilled their dream of becoming doctors, engineers, police 






at graduating high school. The reality is that the current approach of evaluating ELL 
students’ academic growth is not effective and has become counterproductive.  
If educators want to address the inequities that ELL students are facing related to 
high-stakes tests, they must understand that there is a need to improve how academic 
achievement is measured. There is also a responsibility among all stakeholders to 
facilitate the change needed to make the improvements. Finally, educators need to come 
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INSTRUCTIONAL STAFF SURVEY 
Adult Survey:  Individual Participant 
 
1. Are any of your English Language Learner (ELL) students at risk of not graduating? 
 
Yes Unsure  No I do not have ELL students 
 
 
2. I am aware of the educational needs of my ELLs who are at-risk of not graduating. 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
3. I often use English for Speakers of Other Languages (ESOL) strategies in my classes. 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
4. I am aware of my students’ ESOL accommodations. 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
5. The ESOL strategies that I am currently using are effective. 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
6. I find it easy to implement ESOL strategies into my lessons. 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
7. I have all the resources necessary to help my ESOL students succeed in an academic  
setting. 
 








8. In my opinion, my ESOL students are engaged in my class. 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
9. Please list any ESOL strategies or remediation techniques which you are currently 





10. Please list any ESOL strategies or remediation techniques which you have found 






11. In your opinion, which of the following do you believe contributes to the level of 
engagement of your ELLs? (Check all that apply) 
 
□ Language barrier 
□ Level of comprehension of the subject 
□ Classroom environment 









ADMINISTRATIVE STAFF SURVEY 
Adult Survey:  Individual Participant 
 
1. I am aware of the ELL population at this school. 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
2. I am aware of the ELL students who are not on track to graduate. 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
3. What percentage of students at this school are English language learners (ELLs)? Your 





4. What percentage of this school’s English language learners (ELLs) are not on track to 




5. Which ELL instructional models are currently being used at this school? (Check all 
that apply) 
 
□ English as Second Language (ESL)  □ Two-way/dual language 
□ Sheltered Content Instruction   □ Newcomer program 
□ Collaborative ESL and general education □ Do not know 




6. Which staff members are primarily responsible for the education of ELLs? (Check all 
that apply) 
  
□ ELL teacher(s)  
□ Assistant principal(s) 
□ ELL teacher assistant(s) 
□ Principal 






□ Guidance counselor(s) 
□ Other (please specify) __________ 
 
7. This school has a system in place for monitoring the academic progress of ELLs? 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
8. How does this school monitor the academic progress of ELLs? (Check all that apply) 
 
□ Grades       
□ Parent input 
□ State or local content area assessments  
□ Data from the multi-tiered system of supports (MTSS) 
□ Teacher input 




9. This school provides ELL students with MTSS interventions? 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
10. This school differentiates between MTSS interventions and English for Speakers of 
Other Languages (ESOL) intervention strategies? 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
11. Which staff members are primarily responsible for the MTSS interventions at this 
school? 
 
□ ELL teacher(s)  
□ Assistant principal(s) 
□ ELL teacher assistant(s) 
□ Principal 
□ General education teacher(s)  
□ Guidance counselor(s) 









12. This school has a system in place for monitoring the progress of ELL students who 
are not on track to graduate? 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
13. Please list any strategies or interventions currently being used at this school to help 






14. This school has a formal mentoring program to guide ELL students who are not on 
track to graduate? 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
15. Are resources (funding, personnel, and time) available to meet the academic needs of 
the ELL students who are not on track to graduate? 
 
Strongly Agree  Agree  Disagree Strongly Disagree 
 
 
16. Would this school benefit from having a formal mentoring program to guide ELL 
students who are not on track to graduate? 
 









• No common set of standards for 
identifying or addressing the needs of 
ELL students.  
• Not much building-level support for 
the needs of ELL students.  
• Too many directives from district 
and building administrators.  
• Little class time to properly use 
remediation strategies. When used, 
they are often used incorrectly.  
• Class size too large for individual 
attention.   
Competencies 
• Lack of ability by Non-ESOL teachers (those not 
directly teaching an ESOL reading or math class) to 
properly implement their trainings and skills in 
teaching ELL students. 
• Inability of embedding the graduation rate among 
ELL students into the school leadership vision. 
• Inability of Non-ESOL teachers to effectively 
address the needs of ELL students.  
• Lack of ethics in grading ELL students. 
Context 
• Low graduation rate among ELL students. 
• Little attention on the core competencies ELL 
students will need to pass the state required exams 
or their equivalent. 
Culture 
• Administrators’ vision for the school is on 
school grade and Advanced Placement 
courses.  
• No accountability for the success of ELL 
students except for the ESOL compliance 
administrator and 3 para-professionals. 
Everyone (including the community) should be 
held accountable for the education of every 
student! 
• No clear building priority on improving ELL 
students’ competencies to pass the required 
state test or its equivalent in order to 
graduate. All students matter! 
• Once an ELL student is placed in a regular 
class, it is assumed that the ELL student can 
comprehend and no additional support is given 
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• Embedded focus on the needs of ELL 
students in the administrative yearly 
vision  
• Shared school ownership and 
understanding of ELL students’ 
achievement problems 
• Clear building-level focus on 
improving the core competencies ELL 
students will need to successfully 
graduate high school. 
• Continuous data driven support 
provided for ELL students.  
• PLCs that include conversations 
about strategies being used to support 
ELL students.  
 
Conditions 
• Common set of standards for 
identifying or addressing the needs 
of ELL students 
• School wide support for 
addressing the needs of every 
student in an equitable manner  
• Reduced number of directives 
• Block scheduling  
• Smaller class size 
Competencies 
• All teachers develop and continue to increase their knowledge and 
understanding on how to improve the core competencies ELL 
students will need to successfully graduate high school. 
• Administrative team dedicates time during their data meetings to 
monitor the progress of at-risk ELL students. 
• Administrative team includes the graduation rate of ELL students 
as part of the school yearly goals.  
• All teachers are held accountable for providing ELL students 
(especially those who do not speak English or have limited English 
skills) with data based monitoring strategies in order to address their 
individual academic needs.   
• Administrators and teachers work together (with a no blame 
understanding) in addressing the needs of ELL students.  
 
Context 
• Improved graduation rate among ELL students 
• Data driven, focused attention and remediation on the 
core competencies ELL students will need to successfully 
graduate high school 
Appendix D  
To-Be Chart 
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Strategies and Actions Chart 
Strategies Actions 
Create a sense of urgency 
• Hold a frank conversation with the 
principal of High School A concerning 
the low graduation rate of ELL 
students, as well as speak to the lack of 
or little attention on addressing the 
core competencies ELL students will 
need to pass the state required exams 
or their equivalent. 
• Share information with the school’s 
leadership team in order to create buy-
in and build a guiding coalition.  
Build a guiding coalition 
• The school’s guiding coalition will 
consist of leadership team members, 
guidance counselors, ESOL 
compliance coordinator, and a teacher 
representative from core subjects.  
• The guiding coalition will work 
together to develop school-wide 
focused attention on addressing the 
needs of ELL students for improving 








Form strategic vision and initiatives  
• The guiding coalition will work to 
develop a strategic vision that is easy 
to understand, desirable, paints a clear 
verbal picture, adaptable, practical, 
conceivable, and straightforward.  
• The strategic vision should include a 
common set of standards for 
identifying or addressing the needs of 
ELL students and a school-wide 
support structure for addressing the 
needs of every student in an equitable 
manner.  
• Once the guiding coalition has 
collaborated on developing a strategic 
vision revolving around meeting the 
needs of ELL students for improving 
the graduation rate of ELL students, 
then the next step will be to enlist a 
volunteer army.  
 
Enlist a volunteer army 
• Enlist volunteers by providing them 
with a reason and motivation to buy 
into the vision while giving them a 
choice to participate, step up, and act 
on the initiative/s.  
• Use the volunteers’ strengths to deploy 
initiatives and to implement the 
strategies. 
• Acknowledge the efforts of the 
volunteers to keep them motivated to 







Enable action by removing barriers  
• Upon recruiting the volunteer army, 
leaders at High School A should 
embed focus on the needs of ELL 
students in the administrative yearly 
vision.  
• Establish a shared school ownership 
and understanding of ELL students’ 
achievement problems. 
• Develop a clear building-level focus 
on improving the core competencies 
ELL students will need to successfully 
graduate high school. 
• Provide continuous data driven support 
provided for ELL students.  
• Employ PLCs that include 
conversations about strategies being 
used to support ELL students.  
• The guiding coalition should also 
consider creating smaller class sizes or 
creating a co-teacher structure.  
Generate short-term wins 
• The guiding coalition will generate 
short-term wins by gathering, 
classifying, and sharing the results and 
celebrating the small wins.  
• The guiding coalition will use the 
momentum from the short wins to 
continue to drive and gain momentum 
toward making the vision a reality.  
Sustain acceleration  
• The guiding coalition will sustain 
acceleration by meeting regularly with 
volunteers to ensure the new changes 
are established in the culture of the 
school. 
• The culture is made of standards of 
behavior and collective values.  
• New members of the school will 
understand and accept its culture.  
• The guiding coalition will continue to 
remove barriers as new ones come up 








Institute change  
• The guiding coalition must have a 
structure in place to ensure that new 
stakeholders can easily assimilate to 
the school culture.  
• If implemented, all standards and 
expectations that are identified in the 
Vision of Success will be evident at 
this point, and all stakeholders will be 
able to see that the new approach is 
more effective than the old. 
• All teachers develop and continue to 
increase their knowledge and 
understanding on how to improve the 
core competencies ELL students will 
need to successfully graduate high 
school. 
• Administrative team dedicates time 
during their data meetings to monitor 
the progress of at-risk ELL students. 
• Administrative team includes the 
graduation rate of ELL students as part 
of the school’s yearly goals.  
• All teachers are held accountable for 
providing ELL students, especially 
those who do not speak English or 
have limited English skills, with data-
based monitoring strategies in order to 
address their individual academic 
needs.   
• Administrators and teachers work 
together with a no blame 
understanding in addressing the needs 
of ELL students.  
 
 
